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"As to the qualifications of low income
poorly educated parents to engage in educational
decisions, the question should involve not what
parents know now about the technicalities of
education, but what they can come to know. That
they want to know is suggested by the few
instances in which they have become more or less
equal partners in the process."
Mario Fantini
,
Marilyn Gittell, and Richard Magat,
Community Control and the Urban School, p. 97.
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CHAPTER I
COMMUNITIES AND SCHOOLS
Introduction
This dissertation, "A School as a Social Partner in Urban Com-
munities," attempts to describe the relevant communities and the
social organizations of an inner city school in such a way as to reveal
their important interactions. During the last half of the 1960's no
issue or proposed reform for urban education gained more publicity and
interest than community control or community involvement. Yet, like
compensatory education programs which preceded it as a panacea for
failing schools, community control carried too many hopes and too lit-
tle understanding of its difficulties as well as its persistent
necessity.
This study aims to be a guide for school personnel, educational
administrators
,
and community leaders who have considered the social
issues of effective teaching in inner city classrooms or who are per-
plexed by the current urban school crises. The intention, however, is
not to produce a list of specific 'do's and don'ts' but rather a frame-
work for understanding the possibilities and problems of community
involvement as they relate to schools. For example, a recent model
1
2program for teacher training proposed neighborhood walks as essential
for student interns as well as for pupils, but the substantive connec-
tions between the neighborhood and teaching, and the school as a
social organization, were left unstated and unclear.
The indifference and austerity of modern institutions along
with their size and complexity had stirred a restiveness among some
American subgroups. Those relatively powerless segments of society,
affluent students and low-income Blacks, demanded a greater role in the
shaping of policies that they felt vitally affected their lives. How-
ever, the impasse between participation and action became tightened
when demands and well-entrenched interests clashed. At that point,
chaos entered because priority had not been given to whatever concrete
forms greater participation ought to have taken. Roles and responsi-
bilities had not been defined.
The demands made by the low-income Blacks and other minority
groups for greater participation might have implied that the term had a
single authoritative definition. That was not the case. Actually, the
general demand was indicative of a variety of specific aspirations that
might have been considered from a separate and analytic basis. The
problem of participation was unwieldly and complicated. It became more
difficult to regulate when the voices of those minorities became louder
as their numbers increased.
The demands of minorities for some type of greater participa-
tion in their communities had educational as well as political and
economic implications. In a formal sense, the redistribution of author
ity as it related to their communities was implied. But, in the
3informal sense, they wanted the pursuit of equality as a complement to
policy making with the people, not for the people. They felt that
wealth and power were essential to infuse self-respect among minorities.
They advocated that inner city mobilization incurred equality, and
equality would bring about integration.
After all, most inner city areas had been defined in terms of
disorganization and the culturally deprived. The notion of community
had lacked intuitive sense for most Americans in connection with slums,
ghettos, or inner cities. During the last half of the 1960 's Americans
—
even those living in comfortable suburbs—became aware of the failure
of public schools to educate poor and minority children. Increasingly,
poverty and prejudice had concentrated those failures in inner cities.
Apparently, unwilling to alleviate underfinancing and discrimination
against Black, Spanish-speaking groups and other minorities through com-
pensatory spending, liberal leaders turned toward proposals for commun-
ity participation. A movement against bureaucracy and centralization
at the grass roots level was stimulated.
During the 1960 's a growing liberal concern with poverty and
racism led to a search for a solution in the communities of poor and
minority persons. The battles against discrimination and deprivation
produced community action programs, community control, community
involvement, community schools, and scholarly studies of community con-
flict. But in all of that talk about community there was no satisfac-
tory definition that dispelled the aura of nostalgia surrounding a
community. Could the incantations of community this or that have
developed a unity of action in areas that were normally referred to as
4ghettos or slums or inner cities (the common trait having been defined
as social disorganization)?
When the community action programs started under President
Johnson's War on Poverty in 1965, Sargent Shriver exhorted that more
than token consideration be given to participation by the poor. He
recommended that federal support of community efforts be coordinated
adequately to guide all of the participating agencies toward the same
terms and objectives. He suggested that community effort be marshalled,
tliat special funds be allocated for that purpose, and that communities
exercise their own discretion about programs to be undertaken.
Verbally, Shriver insisted that local organizations must be
broadly representative of the interests of the poor. Well and good;
but then he defined the community in community action programs as
follows
:
The most successful community action . . . usually includes
the political, business, labor and religious leaders, the
school board, the employment service, the public welfare
department, private social welfare agencies, and neighbor-
hood houses in a coordinated attack on local poverty. Above
all it includes the poor people of the community whose first
opportunity must be the opportunity to help themselves.
1
Somehow, middle-class communities had people who controlled institu-
tions, while the composition of poor communities included both the peo-
ple and all those public and private institutions (mainly controlled
by the middle class) which directed some attention toward them.
^Herman P. Miller, Poverty American Style (Belmont, California:
Wadsworth Publishing Co. , 1966) , p. 224.
5In 1967
,
under the direction of McGeorge Bundy—soon to be head
of the Ford Foundation—a report entitled A Reconnection for Learning
linked community control, community involvement, and community schools
with the decentralization crisis involving the public schools of New
York City. The report combined the administrative decentralization of
the city's unwieldy Board of Education with a hope that instructional
changes might open participation and become a "liberating force for the
2
urban education of the Black and the Puerto Rican." That combination
set the many power groups in education, the Teachers' Union, the Board
of Education, the city leaders, and especially the parents of the
ghetto, on a collision course.
Thus, "community control" in education became a source for the
community conflict in New York City. This expression was coined by the
Unit Administrators of New York City's Demonstration School Districts:
the I.S. 201 Complex, the Ocean Hill-Brownsville area, and the Two
Bridges Area in 1967. They urged that certain privileges regarding
responsibility be granted to local school boards or community boards.
Somewhat similar to community control was "community involvement" which
encouraged partial decision-making powers among communities, local
schools, and local school boards. Community control and community
involvement were rooted in the form of "community schools." This use
of the term involved the local neighborhood school boards and local
schools in a pattern of interaction on a full-time year-round basis.
^The New York City Board of Education, Guidelines to Decentral-
ization: Prepared for the Use of Local School Boards and I‘Oca_l_ Di^^ri_ct
Superintendents (New York:" The Board, 1968).
6All three terms were used interchangeably during the crisis-
laden New York City teachers strike of 1968. By the time of the settle-
ment of the strike, they were muddled and exchanged in usage, and their
meaning was confused by all of the antagonists to a degree not antici-
pated by many persons yet apparently fostered by some. Local communities
had accepted the apparent offer to share control of the powers assumed,
whether or not the national governments, the local mayors, or the New
York City Board of Education concurred.
If community control were merely a panacea which failed, then
there would be no point in studying the issue. But schools drew sup-
port from communities educationally, legally, and socially. Schools
and communities, therefore, were already inextricably interwoven. More-
over, the relationships between school and community were a smaller part
of a larger network of relationships. The idea of community control of
urban public institutions, such as housing, economic development, health,
police, welfare, sanitation, and transportation, implied that public par-
ticipation could bring changes in those institutions, also.
This study, in part, is concerned with community participation
as it related to education and society. It is a by-product of the
author's attempt to define hypotheses and research priorities as prep-
aration for rigorous and delineated scholarship on the part of others.
By presenting issues, viewpoints, and interests, and by using a variety
of perspectives and an awareness of the potentiality of events to dra-
matically and suddenly alter directions, the author discussed the role
of participants and communities as they related to policy recommenda-
tions of school systems.
7Toward a Definition of Community
As economic conditions declined in rural communities. Blacks,
blighted by meager financial resources, migrated to urban communities
and remained there. In their eyes, anchored in their new locales, their
communities became psychologically and socially fused. Other ghetto
residents similarly conceived of communities as being relevant. Yet
those to whom neighborhoods meant most enjoyed self-government least.
Carolyn and Melvin Webber mentioned the community psyche when they
described neighborhood life:
In the highly personalized life of the working class neighbor-
hood where one's contacts with others who are but minutes
away, the physical space and physical buildings become reified
as aspects of the social group. One's conception of himself
and his place in society is thus subtly merged with his con-
ception of the spatially limited.
3
Yet for many other persons and localities the meaning of commu-
nity was also clear. A majority of civic leaders had grown up in the
city, lived there, worked there, sent their children to public schools,
and participated in local control not only through voting but through
membership in a variety of voluntary organizations as well. For non-
participants, the area had character and behavior which they implicitly
accepted. Whether this acceptance was reinforced by community tradi-
tions or occasioned by a delayed articulation of the nonparticipants
"^Melvin Webber and Carolyn C. Webber, Culture, lerritoriality
and the Elastic Mile," in Taming Megalopolis , ed. by H. Wentworth
Elredge (Vol. I; Garden City, New York: Doubleday, 1967), p. 36.
8into the mainstream of the community's life, the creed prevailed that
time eventually would accomplish this social goal.
Some people have formed communities because they had something
in common to share typically, proximity to a locality and an opportun-
ity to provide jointly for mutual protection of such public goods as
education. The reciprocal flow of goods, services, and interactions
provided a vehicle for the continuation of those relationships within
a community. In other cases, people simply lived near each other with-
out that give and take which helped to unify them with their neighbors
and their surroundings. They experienced the investment of capital
resources in economic enterprises, the immigration of peoples from else-
where and the allocation of jobs as part of their lives; yet they main-
tained psychological distance from each other. For example, Leinwand
described New York City as a place where "... people live and work
together for common purposes, even though they may not always realize
4
they are doing this."
Community living in the city was different from that of
rural community life. In the city, the large number of people made
it harder for interpersonal relationships to flower. The complex-
ity of city living nurtured a self-sufficiency and preoccupation
that discouraged extended dialogue between individuals. This was
somewhat different from the smaller rural population enclaves which
fostered vis-a-vis contacts through the functional process of shopping
^Gerald Leinwand, The City As A Community (New York: Washing-
ton Square Press, 1970), p. 26.
9at supermarkets, purchasing gasoline at a filling station, or attending
local social affairs.
Considered as a whole, urban communities consisted of a large
number of smaller groups. In New York City, for example, one found the
following smaller neighborhoods: Lower East Side, Lower West Side,
Chelsea, Mid-town Area, Upper West Side, East Harlem, Central Harlem,
Momsania, Hunts Points, Parkchester, Coop-City, Flatlands, Green
Point, Flatbush, Bushwick, Ocean-Hill Brownsville, Bedford-Stuyvesant
,
East New York, Bensonhurst, Crown Heights, Canarsie, South Jamaica,
St. Albans, Forest Hills, Baisley Park, Rego Park, East Elmhurst,
Astoria, Ozone Park, Rochdale, Bayside, and Tottenville. All of these
neighborhoods had similarities and wide differences. For example, the
Lower East Side was crowded with tenements and numerous intersecting
streets, whereas Forest Hills was residential with a predominance of
suburban homes and broad avenues.
Different ethnic groups molded New York City into what was
called a "Melting Pot." Blacks, Jewish-Americans
,
Irish-Americans
,
Italian-Americans
,
Chinese-Americans
,
and Spanish-Americans were some
of the constituents. The group designated as "Spanish" had further
subdivisions: Puerto Ricans, Dominicans, Panamanians, Cubans, and Mex-
icans. All of those groups that were Spanish-speaking inhabited New
York City's Upper West Side. Lyford referred to the variety of Span-
ish elements in New York City:
The Puerto Rican Migration was the first and biggest of the
postwar period but since Castro, Cubans have trickled in
from Havana, or from earlier stopoffs in Miami or in the
Chelsea district of the Lower West Side. Growing numbers
10
of Spanish-speaking Dominicans and French-speaking Haitians
have been registering their children in West Side public
and parochial schools.
^
Yet non-Spaniards commonly labeled anyone of Spanish extraction as
"a Puerto Rican."
Some urban communities experienced problems emanating from
ethnocentric identity or cohesive ethnic social unity. For example,
were the French-speaking Haitians who resided on Manhattan’s Upper
West Side classified as Black or white? They ranged in color from
white to Black. They maintained many of the traditions and customs
of their country. Socially, they sought little interaction with
whites, Blacks, or the Spanish residing in the area. This intermedi-
ate status caused them to operate in an isolated subsociety.
Although communities differed in unity, life styles, appear-
ance, and ethnicity, additional questions regarding boundaries, reli-
gion, race, occupation, and income could have been raised. Since
those factors required detailed and precise answers, no two people
were likely to come up with the same differences or the same defini-
tions of a community. Since most people thought of communities as
being a somewhat larger extension of their own neighborhoods, their
neighborhoods were perceived as the area around their own homes. A
school district or the houses on the block were perceived of as a neigh-
borhood. Yet the neighborhood had the community features of social
^Joseph Lyford , The Airtight Cage (New York: Harper and Roy,
1968)
,
p. 6.
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dimension. It had political influence through its churches, recrea-
tional, civic, and social agencies. It had subgroups. The partici-
pation was there.
Suzanne Keller reported finding four distinct types of
definitions in literature regarding neighborhoods: "those based on
natural geographic boundaries, those based on evidence as to the use
of neighborhood facilities, those based on cultural characteristics
of residents and those based on perceptions."^
Actually, there was no consensus among several social scien-
tists as to how neighborhoods or communities should have been
referred. Some, such as Leinwand, used the terms "community" and
"neighborhood" interchangeably to stress their similarities. Leinwand'
s
perception was based on population proximity and interaction. Others,
such as Robert Nisbet, used them distinctly apart to show differences.
Nisbet's was based on social dimensions, in addition to other factors.
Other social scientists, such as B. J. Chandler, when referring
to urban populations' complexes, stressed the political and social
aspects of population aggregation. According to Chandler, the North-
west seaboard complex alone included thirty-two population centers,
extending from Virginia to Massachusetts, and held a population of
approximately forty million inhabitants. Socially, according to Chandler,
Suzanne Keller, The Urban Neighborhood (New York: Random House,
1968), pp. 99-102.
12
. . . increasing numbers of citizens who find themselves
trapped in the great metropolitan growths are turning
anxiously to social and political institutions for help
. . . from any view it must be agreed that an urban city
is shaped by its culture. A variety of forces--sociolog-
ical, economic, industrial and political determine its
nature .
7
Urbanologists
,
such as Edward Banfield, discussed cities such
as New York, and descriptively used community, neighborhood, and "slum"
interchangeably. Banfield referred to Black "middle class neighbor-
hoods" and "lower class neighborhoods" as being formed by urban
g
renewal, and mentioned how the lower class neighborhoods are so popu-
lated that "a concentration of the lower class in the slum will neces-
9
sarily increase." Thus, sociologists, educators, and urbanologists
stressed ethnicity, demographics, and social and group, or individual
perspectives. Perhaps the best definitions encompassed all factors,
with a specific focus determining its use in that context.
In a similar fashion, the words slum, ghetto, inner city dis-
advantaged area, and slum community have served as rough synonyms of
the varying definitions of the "slum." Frank Reissrnan used "disadvan-
taged," "deprived," and "culturally deprived," interchangeably because
he found no definition that was appropriate to describe the inner city
7
B. J. Chandler, Lindley Stiles, and John I. Kitsuse, Education
in Urban Society (New York: Dodd, Mead and Co., 1962) , p. 5.
^Edward Banfield, The Unheavenly City (Boston: Little, Brown
and Co., 1968), p. 82.
^Ibid.
,
p. 8.
13
dweller. Other writers have used expressions such as "low-income com-
munities," the "poor," or "low-income dwellers." 10
Some sociologists defined a slum in terms of obsolescent hous-
ing needs. They considered structure, accommodation, lighting, ventil-
ation, and habitation as of prime importance. The Third International
Dictionary gave a much broader definition: "Slum—a highly congested
usually urban residential area characterized by deteriorated, unsani-
tary buildings, poverty, and social disorganization." "Poverty" and
"social disorganization" indicated that the word had human, moral, and
social implications.
As a slum, Harlem was neither unperceived rare beauty nor total
ugliness. A generalization negated its uniqueness, individuality, and
pluralism. Lumping Harlem's residents categorically obviated the
development of keener insights by those who did not live in slums.
Unconsciously, barriers to communication and dialogue between affluent
and poor, suburbanites and urbanites, were created.
In 1950, Harlem was a slum community of one-half million peo-
ple. Yet, it lacked political power. Since the 1960's, however,
through community action programs and other participatory mechanisms,
there had been a steady accumulation of power by its residents. Citi-
zens had participated in citywide elections for central school board
members. In addition, community members voted in elections for com-
munity corporations and other decentralized agencies. The educational
and political knot had become more closely tied.
10
Frank Reissman, The Culturally Deprived Child (New York:
Harper and Row, 1968) , p. 6.
14
A detailed study of so-called slum communities may offer a true
picture of what was generally meant by a slum community, its interests,
and needs. Perhaps, misconceptions of slums might be eliminated. A
recognition of the individuality of each slum could have led to a great
compassion for, and understanding of, the inhabitants and their life
styles. All slum dwellers were not on welfare rolls or receiving aid
for dependent children. Last, all of its inhabitants were not intent
upon careers of crime or addicted to drugs.
In this study, a comparison of the two segments of what was
called Harlem (Central and East Harlem) was undertaken to help develop
an awareness that would sharpen the reader's acuity of other such
urban communities. Although different from some other urban communi-
ties with some political, economic, and social power among its residents,
Harlem was a part of New York State and New York City. It was a part of
the central or inner city, containing about eight million people. It
was a populated region, but it was also a geographical region: north-
ern Manhattan.
In a legal sense, Harlem had distinct but varied boundaries.
Urban renewal shaped and reshaped ghetto areas. It distributed and
relocated millions of people from their original neighborhoods and cre-
ated economic and ethnic class and population subsocieties. According
to one agency involved in urban renewal,
. . .
for the purpose of this program and the wholesale
urban renewal approach, we propose that the Harlem area
be considered as all of Central and East Harlem bounded
by the East River, 96th Street, Fifth Avenue, Central
15
Park and the Morningside Slope. The area contains 1,750
acres and houses more than 350,000, 70 percent of the popu-
lation is non-white; 20 percent is Puerto Rican.
H
But to Richard Nixon's middle America, Spiro T. Agnew was cor-
rect when he said, "If you've seen one slum, you've seen them all."
Perhaps the validity of this statement was tested by the reference to
the fact that in other urban communities similar to Harlem in national
renown the constellation of problems was somewhat different. For
example, the relationships of the various subgroups varied accordingly.
The National Commission on Professional Rights, of the National Educa-
tion Association, stated that in the Hough District of Cleveland, Ohio,
the population was predominantly Black, yet its major educational prob-
lem was not solely the common inner-city ills of poor schooling, high
pupil absenteeism, or low achievement, but a lack of indigenous educa-
tional leadership owing to the flight of middle-class Blacks and whites
12
to the suburbs.
In addition to a lack of ethnic success images, which discour-
aged emulation or motivation for upward mobility for its residents, it
was found that the exodus of the middle class did not afford the oppor-
tunity for the redistribution of power to those Blacks who remained. On
the contrary, the fact that the middle class still maintained their
^Edward Logue, Let There Be a Commitment: Report to the New
York City Housing and Neighborhood Improvement Study Group, 1960 (New
York, 1960)
,
p. 24.
12
National Commission on Professional Rights and Responsibili-
ties, National Education Association, Report of the Commission, Cleve-
land, Ohio (Washington, D.C.: June 1966).
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occupational, economic, and political activities within that inner city
community indicated that its residents were still without that power
which had accompanied the middle class to the suburbs.
East Harlem had not been given the educational and social scruti-
ny that Central Harlem had been given before 1964. Moreover, it began
to develop a stability like that of Central Harlem in terms of popula-
tion, politics, and other salient features of an ordinary urban commun-
ity. But a synoptic analysis and description of the communities as
they attempted to develop a healthy working relationship with their
constituent schools served to highlight community similarities and dif-
ficulties; their relevance to urban schools was supported. As slum
communities
,
and the powerless, they were ignored by social scientists.
The emphasis had been upon the powerful. The rationale given by social
scientists for supporting the multiple elite structures of bureaucracies
was that they were part of a pluralistic society. This syllogism, in
effect, belittled public participation; thus, when the bureaucracy
issued directives, they had to respond accordingly.
The widespread demand for increased involvement in the govern-
ance of America's large cities was reflected in the communities. At
first, participation took the form of bureaucratic use of community
members as consultants, or having the community aspire for the almost
complete exercise of control of vital public functions. Community
minority groups demanded a role in public enterprises connected by gov
ernment insured policies, in private economic power undertakings, and
in those projects involving a linkage of government contracts and pri-
vate enterprises connected by government insured financing.
17
The Brown Decision of 1954 advocated integration of public
schools systems. Yet, ghetto communities were stalemated by segre-
gated residential patterns. Hence, integration plans were sidetracked.
The awareness of community self-identity burgeoned through the denial
of the entry of its members into suburban areas by middle-class whites.
The ghetto communitj.es, motivated by a commonality of purposes, dis-
cerned their exclusion from school decision-making policies, and then
commenced to point out the failure of school systems to educate their
children properly.
The Idea of Community Conflict
Americans have tolerated racial injustice for over three hun-
dred years. Its values have gone unquestioned on a large scale. Blacks
and other minorities have questioned bureaucratic inefficiency, at-
large government, the monopolistic power held by v/hites, and the racial
propensities of white society. While whites called upon Blacks to
observe the traditional rules of conflict, Blacks refused to do so
because they believed that law depended upon wealth and class. To accu-
mulate wealth and to establish class, ghetto leaders sought a restruc-
tured participatory system; one with channels for public participation
that would entitle them to their share of the action.
During the decade of the 1960's the boarded-up store fronts of
Newark or Watts or Detroit manifested portentously that those "eye
sores" indicated community life—community interactions human behavioral
18
patterns. Those physical features silenced by conflict resolution did
not illustrate what exactly ignited the conflict but only that the con-
flict itself did occur; that conflicts were recurrent or incessant;
that a degree of social energy among confronters had been expended.
Were the cross currents of conflict which sustained the vitality of
such communities interactive?
Indeed the wholeness of what was community action or the lack
of community spirit was evoked through community conflict. For such
conflicts involved interactions of many or few. The participation
increased as the conflict spread, and increased further as it reached
its resolution. In other words, the more intense the interactions, the
greater the involvement; the greater the involvement, the more ampli-
fied the conflict. Coleman stressed the relationship between involve-
ment and conflict aggravation:
This relationship between the degree of involvement of the
members of the community and the frequency of controversy
is not confined to communities and cities. Other organiza-
tions exhibit the same tendencies. For example, when trade
unions play an important part in their member's lives, one
finds active internal politics with lively factional
fights, internal disputes and challenges from the ranks. 13
The dormancy of community conflict was at times obscured by the
lack of community cohesiveness. Often a community existed without peo-
ple knowing it. The commonality of purpose became obscured by the fact
that governance was abdicated by most to the control of a few. Iherefore,
13
James S. Coleman, Community Conflict (New York: The Free Press,
1957)
,
p. 3.
19
if local school board members were at odds with each other concerning
whether or not certain curricular materials were subversive, the ini-
tial response in the community was in general divided. The event
affected to a limited extent the entire population of the community.
Since the schools comprised only a certain segment of those
living in a community, those events that touched upon school matters
would engender a reaction in that segment alone. As a community,
therefore, the rate of response to a crisis would vary according to the
type of event involving its members. If a forest fire occurred, it
prompted immediate united action on the part of the residents, high-
ways and parks personnel, safety units, and others. The collective
safety involved required teamwork and timely execution.
The threat of controversy triggered community reactions which
assumed differing forms. Coleman mentioned that when controversy
14
threatened, some communities engaged in highly spirited discussions.
That was the case when their personal lives were touched upon by parti-
san groups existing within the community. The discussions ultimately
controlled the form and the outcome of the conflict. Coleman believed
that, in other communities , conflict produced new leaders so character-
istically radical that their extremism provoked communities into vio-
lent acts."^ Those leaders were capable of accomplishing this because
they had not had to face the constraints of maintaining a community
posture; therefore, their allegiance was limited to a few select
"^Coleman, Community Conflict , p. 3.
15
Ibid.
,
p. 5
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community members. In essence, the communities differed in criteria
which led toward unification, division, or defeat.
The social structure of a community differed: in some it insti-
gated group behavioral changes; in others it altered group attitudes.
Some had what Coleman called "high organizational density," 16 as a
meaningful factor in conflict and social structure. In these communi-
ties, a large number of organizations or associations, such as Lions,
Rotarians, Kiwanises, tenant associations, and political clubs, gave it
a sense of psychological indentification. Others with a lack of male
participation in organizations or associations lost their regard for
authority as social participation in community activities dropped.
When a crisis related to the lives of the majority caused great
inconvenience, the surprisingly mild reaction which was exhibited was
due to the decision-making capacity of power and authority being vested
in a few political and public figures. Yet, the influence they exerted
was strong. For example, Edward Banfield exemplified this when he
referred to an incident involving the City of New York: "[The] price of
solving or alleviating, some much-talked about urban problem is largely
political. The proposal to reduce . . . jams in Manhattan by stagger-
ing work hours was quickly and quietly killed by the city administra-
tion because the business community preferred the traditional nine to
„
17
five pattern.
The education as well as the health and welfare of a community
were affected by some vital conflicts generated by internal processes
16
Coleman, Community Conflict , p. 21.
17
Banfi.eld, The Unheavenly City, p. 9.
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within the community
. "Ecology Seminars" wore held in colleges, uni-
versities, and public and private schools throughout the nation during
the year 1969. However, the resolution of the critical matter of
ecology was left to the mercy of the outside world's moods and tempera-
ments. Banfield's description made it germane:
Air pollution comes closer than any of these problems to
threatening essential welfare, as opposed to comfort, con-
venience, amenity, and business advantage. Some people
die early because of it and many more suffer various
degrees of bad health.
. . . Important as it is however,
the air pollution problem is rather minor as compared to
other threats to health and welfare. 18
Conflict existed in a community where, superficially, relation-
ships appeared to be sta.ble and peaceful. However, when these rela-
tionships were threatened by conflict and confrontation, when hostile
feelings were openly expressed, one segment of the community attempted
to repress or displace these feelings. In 1969, during the desegrega-
tion of some Southern school systems such as Columbia, South Carolina,
there were minor disturbances created by some white parents. In the
main, however, the process was smooth and well planned. Socially, the
whites did little fraternizing with the Blacks, in that socialization
required dialogue or the open expression of feelings. Such communica-
tions might have necessitated open expression thus enhancing conflict
potentialities
.
Lewis Coser mentioned the unconscious, underlying sensitivities
.between whites and Blacks which characterized that polarization.
18
Banfield, The Unheavenly City
,
p. 8.
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According to him,
• . • to take a concrete illustration: it would be impru-
dent to conclude from the absence of conflict in race
relations that there was interracial adjustment. The lack
of conflict between Negroes and whites in the South . . .
has often been taken to indicate that Negro-white rela-
tions are more stable in the South.
. . . The absence of
conflict in itself does not indicate the feelings of hos-
tility and antagonism. . . . 19
During intense conflict polarization internalized individual
and group conformity on both sides. The objective of triumph as an
outcome of the controversy established control boundaries. The group
moved together from this critical juncture to the confrontation point.
How that group momentum became a focus of concentration for further
group action was stated by Coser: "Once the group defines its struc-
ture according to its expectations of outside conflict, its response
to inner dissent is no longer a matter of choice but is determined by
20
this very definition.
But group determination was more than definitions and expec-
tations. It was group empathy. The inward desire for collective
action became outwardly expressed. Coleman reinforced this when he
mentioned feelings as a consideration. He said: The atmosphere of
the group is open for the kind of intensity of feeling that previously
had to remain unexpressed. This atmosphere of intensity in turn,
^Lewis Coser, The Functions of Soci al Conflict (New York: The
Free Press, 1956), p. 9.
^Ibid.
,
p. 100.
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further refines the group; it becomes intolerable that anyone who
believes differently maintain association within the group." 21
Community conflict has occurred and will occur as long as indi-
viduals and groups of individuals interact. The dynamics of conflict
are perhaps more important in some instances than the social structure
of the organization. Altshuler wrote that the dynamics of greater par-
ticipation clashed with well-established ideals and interests. 22 This
struggle imposed a threat to traditional institutions and hostile feel-
ings developed between those involved. For example, contemporary Black
demands for equality brought increased participation on the part of
more Blacks. In turn, a white backlash against Blacks began.
Thus, by discussing some of the concepts basic to the New York
City teachers strike of 1968, and by looking at community conflict or
controversy in general, leverage for a gradual exposition of how com-
munities and schools adjust to agreements and disagreements has been
provided. Broadly, this leverage will focus in scope on a larger com-
munity, a smaller community, a specific inner city school, and on the
problem of reconciling school and community differences. The major
proposition here does not center solely around the fact that education
has failed to change, but that, in addition, it has failed to serve
its communities.
The rationale for the failure of public education was that the
communities had failed to measure up to the schools' expectations. The
21
Coleman, Community Conflict , p. 14.
22
Alan A. Altshuler, Community Control (New York: Pegasus, 1970),
p. 14
.
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communities responded with the rejoinder that the schools had failed to
fulfill their responsibilities to education. In the absence of interme-
diaries to reconcile that divergence, the conflict spread from endemic
to epidemic proportions. The struggle of the community against bureau-
cratic centralization, specialization, and professionalism ensued.
Admittedly, by educators, school systems had failed to produce
results in urban communities. The urban communities demanded control
to diminish the alientation between communities and schools and to stim-
ulate educational change. They desired to redistribute power within
the educational subsystem as a means of fostering participatory democ-
racy, and to provide an answer to the political failures in education,
as well as to make educational results more meaningful. One such
endeavor, proposed by Harlem CORE in the late 1960’s was that there
should be the authorization of a Harlem school district under the aegis
of the New York State Department of Education. Moreover, Harlem CORE
asked for the establishment of a Harlem University as a means of control-
ling colleges and universities in ghetto areas that it considered part
23
of the Black establishment.
The opponents of community control were antagonistic to the
demands of Harlem CORE on the grounds that the people of the community
did not have the technical sense of organization to induce wise, educa-
tional decisions; that the people of the community were unqualified
educationally; and that it would lead toward racial separatism and
23
Victor Solomon, "An Independent Board of Education of Harlem,"
Urban Affai rs Quarterly, Vol. IV (September 1968), pp. 38-43.
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extremist domination. Harlem CORE based its requests for the above on
the grounds that the school system did not use positive practices in
the community and utilize resources of the Harlem community properly to
educate its children. They also decried the failure of the schools to
utilize nonprofessional, experienced community expertise and parental
involvement to provide insights into the needs and values of ghetto
children as a means of making education beyond the classroom and in the
community more meaningful. For possible dimensions regarding the val-
idity of the arguments of both proponents and opponents, the emphasis
in Chapter II will be upon an analysis of the Harlem community, its
resources, and its potentialities.
CHAPTER II
THE LARGER COMMUNITY
The Many Images of Harlem
Harlem existed under ties of propinquity and contingency. The
poor Black and Spanish-speaking peoples of Harlem might have been
classified as products of forced "localism" as opposed to liberated
cosmopolitanism. They had to make a commitment to their own community.
They did not have the mobility of whites. Their intense localism and
close networks of social relationships were clustered around families
and friends. Low income and lack of education were factors which mili-
tated against broad socialization, mobility, and cosmopolitanism.
Harlem was the most famous slum of the United States. It
evoked mixed emotions from those who had lived there and those who were
still living there. To some, it evoked the grim realities of misery,
deprivation, and degradation. To others, it was reminiscent of bygone
days in which jazz, poetry, patronesses of the arts, and celebrities
flourished. Harlem has been defined in many ways: to some, it had a
personality, it was lively, convivial, and spirited. At night, Harlem
26
belonged to its residents. Michael Harrington depicted this
phenomenon
:
27
Harlem is different. ... It is not the most depressed even in
the New York Area. . . . But Harlem is the Negro capital, much
as New York is an unofficial American capital. It is big, teem-
ing, and brassy. There, Marcus Garvey exhorted cheering throngs
to return to Africa. . . . 1
Harlem had wealth, but little of it filtered down to its resi-
dents. One Hundred Twenty-fifth Street, its main shopping area, was
almost completely owned by white businessmen; the exchange of goods and
money between supplier and consumer eventuated in an accumulation of
wealth for the former and the possession of marginal necessities for
the latter. Louis Lomax typified this when he advocated:
Take a walk along the Negro 'Diamond Mile' 125 Street from
the New Haven Railroad Station to St. Nicholas Avenue. There
are four Negro restaurants but not a single Negro-owned
clothing store, furniture store, jewelry store or for that
matter
,
pawnshop .
2
The transition of Harlem from a wealthy suburb to a slum
occurred between the early and middle 1900's. The newer inhabitants,
in addition to being poor, were charged exorbitant rents by landlords
for overcrowded quarters. Wallace Sayre and Herbert Kaufman embraced
the subject of housing. They revealed that,
^Michael Harrington, The Other America (Baltimore, Maryland:
Penguin Books, 1962)
,
p. 63.
2
Louis Lomax
,
The Negro Revolt (New York: Signet Books, 1962),
p. 75.
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Three Generations ago Harlem was a fashionable residential
area of the upper Middle Classes; it became one of the city's
worst slums . . . landlords took advantage of the discrimina-
tion against Negroes ... to extract exorbitant rentals. ... 3
Central Harlem, or Harlem, was a slum, but in addition it was a
ghetto. Its housing facilities were generally inadequate. It serviced
its almost exclusively Black population in substandard housing facili-
ties. Life in its cold water flats was sustained by the ingenuity of
the inhabitants, as they struggled to combat winter's icy blasts or
summer's oppressive heat. Harrington's penetrating comment captured
life in Central Harlem! "To live in Harlem is to be a Negro: to be a
Negro is to participate in a culture of poverty and fear that goes far
4
deeper than any law for or against discrimination."
The moods of Harlem were uneven and varied. At times it was
marked by gaiety. The gala parades of "The Old 369th Infantry" and
Puerto Rican Day each spring, and the steady stream of Sunday parades
sponsored by various chapters of the Elks attracted numerous followers
and spectators. Life's realism in its grimness contradicted this
gaiety, for beneath the ostentatious "dared laughter o.l its inhabitants,
was an awareness of the potential ephemerality of life. Life and death
were to be faced in perspective. "Death, for example, plays a pecu-
liar role in the life of the Negro Ghetto," as Harrington noted, and
Harlem had an enormous number of funeral parlors. Undertakers are
"^Wallace Sayre and Herbert Kaufman, Governing New York City
(New York: Russell Sage Foundation, 1960), p. 30.
^Harrington
,
The Other America , p. 64.
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among some of the most respected members of the Negro Middle Class,"
Harrington added. "Dying is a moment of style and status." 5
Uhi le ghetto, slum, and disadvantaged areas existed in a popular
sense, they became legal as critical educational needs became more emer-
gent. For example, the More Effective Schools Program (MES) was funded
in part by the Federal Government. To comply with the Federal Guide-
lines, P.S. 146 (MES) was listed as an East Harlem school, whereas
P.S. 154 was listed as a Central Harlem (MES) school. Both received
allotments based in part on their local needs.
Harlem became a much wider geographical as well as educational
area when school district lines created by the Central Board of Educa-
tion were considered. These district lines overlapped those established
by antipoverty legislation. In 1964 Haryou-Act, the antipoverty agency
for Central Harlem, established its boundary of operation as being south
of West 155th Street.^ School district number 6, which administered
Harlem's schools, extended its own jurisdiction as far north as West
169th Street in Manhattan.
In some cases the two Harlems became separate entities; in
others they merged. Sociologists and educators characterized them as
prime examples of urban decay, social dissolution, and physical deteri-
oration. High unemployment rates, vacant buildings and abandoned auto-
mobiles, litter, multiproblem families, high welfare rolls, and summer
rioting were mutual to both areas.
5
Harrington, The Other America , p. 69.
^Harlem Youth Opportunities Unlimited, Inc., Youth in the Ghetto:
A Study of the Consequences of Powerlessness and a Blueprint for Change,
Harlem Youth""Opportunities (New York: Century, 1964), p. 98.
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The alienation of its people from society had been highlighted
by many Congressional hearings, such as the Ribicoff Hearings of the
1960's. Although these hearings were concerned with an analysis of the
social problems of the two Harlems as one unit, the fact that a national
commission conducted the investigation gave political and legal terri-
toriality to Harlem. It became a different Harlem for this purpose.
In one way Harlem was a composite of slum perspectives. The
area had a civilian labor force of over 150,000, and an unemployment
rate in excess of eight percent. According to the Haryou document, "The
median income for families and unrelated individuals in Central Harlem
is $3,480.00 as compared to $5,103.00 for all residents of New York
City.
"
7
Housing and space problems beset its huddled masses. As stated
in the Protestant Council's report: "That vast, blighted area contained
57,000 pre-World War I tenement units. Four out of five were severely
or moderately deteriorated. Of the approximately 125,000 dwelling units
g
in the area, a minimum of 25,000 should be replaced."
Harlem contained over 19,000 public housing units, many built in
the last decade, and over $100 million had been invested in capital
improvement and in schools in the past decade. Yet there was an urgent
need for added community facilities, particularly those serving a
broader population base. There was also need for additional open space
and small parks.
n
Haryou, Youth in the Ghetto , p. 133.
8
Protestant Council of New York, Spanish Harlem : ^Report (New
York, 1961)
,
p. 20.
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Harlem meant different things to those who lived there. It
contained a multitude who regarded it as their jail, and some who liked
it and regarded it as their home. Piri Thomas, who experienced life in
East Harlem as a young man, described its tempo:
In the daytime Harlem looks kinda dirty and the people a
little drab and down. But at night, man, it's a swinging
place, especially Spanish Harlem. . . . shoes and clothes that
by day look beat and worn out, at night take on a reflected
splendor that the blazing multicolor lights burn on them.
Everyone seems to develop a sense of urgent rhythm and you get
the impression that you have to walk with a sense of timing. 9
Much of Harlem's life was lived on its streets from morning to
evening. It echoed and reverberated with emotions, smells, and sounds.
Thomas captured this mood as he continued his description:
The daytime pain fades alongside the feeling of belonging and
just being in swing with all the hamming kicks going on around
you. I'd stand on a corner and close my eyes and look at
everything through my nose. I'd sniff deep and see the cuchi-
fritos and hot dogs, stale sweat and dried urine. I'd smell
the worn-out mothers with six or seven kids and the non—patient
father beating hell out of them.^ 9
In Harlem, the police were continually active and yet controvei
sial. Crime and vice flourished on its streets, but at times the lav/
was enforced against its citizens with hard and swift retaliation.
Thomas' juvenile altercations with the police and his subsequent impris-
onment sensitized him to that aspect of his milieu: "My nose would get
^Piri Thomas, Down These Mean Streets (New York: Signet Books
1967)
,
pp. 107-108.
10
Ibid., p. 108.
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a high-pitch tingling," he recalled, "from the gritty, wailing and
bounding red light of a squad car passing the scene like a bat out of
Harlem going to cool some trouble, or maybe cause some."'11
Individual differences between communities accounted partially
for why some communities dominated the negative end of the scale of
statistical evaluation, as compared with others. Those intracommunity
differences offered reasons why some urban slum communities, in spite
of inadequate housing, poor police-community relations, and severe
health problems, continued to produce individuals who survived ghetto
upbringing and made successful productive careers. In order to under-
stand how this came about, Harlem will be discussed by comparing its
component subdivisions: Central Harlem and East Harlem.
Central Harlem and East
Harlem—A Comparison
Central Harlem's topography established definite boundaries for
outsiders and indefinite ones for residents. According to the Haryou
document:
It extends from 110th Street on the south to Third Avenue on
the East, the Harlem River cn the Northeast and the park bor-
dering St. Nicholas, Morningside , and Manhattan Avenues on
the West. It rises from flat level land commencing at Central
Park and 110th Street and continues as the Harlem Valley
1Thomas, Down These Mean Streets, p. 103.
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surrounded on the west by St. Nicholas Heights and on the east
by the Harlem River. 12
Though inhabited on its fringes by Orientals, whites, Central
Europeans, and others, in the Columbia University area of Morningside
Heights and the upper West Side, its main racial composition was of
United States mainland-born Blacks. The Haryou document provided sup-
port when it revealed that approximately 230,000 people lived in Harlem.
The fact that ninety-four percent of them were Black, with only nine
percent of foreign parentage, contrasted sharply with the rest of New
13
York City, with half of the population foreign born.
The population of Central Harlem had been declining since 1950,
due partly to migration hastened by urban renewal. The clearing of
sites for middle-income cooperatives, such as the Esplanade Gardens and
the River Bend apartments, caused an exodus of residents to other low-
income housing in the area. In addition, this unprecedented construc-
tion boom on the Upper West Side encouraged some of the Black middle-
class professionals to move to the more fashionable Park West area
located on the Upper West Side.
When compared with the rest of New York City, Harlem business
enterprises were not sufficient to stabilize its economy (see Table I).
These business establishments consisted of small chain store haberdash-
eries, restaurants, soul food eateries, office buildings which housed
Black lawyers, doctors, and accountants who provided business services
j O
Haryou
,
Youth in the Ghetto , p . 97
.
*" 3
Ibid.
,
p. 116.
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SOURCE
:
TABLE I
NUMBER OF BUSINESSES IN
CENTRAL HARLEM—1961
Bakeries
Ballrooms
Banks
Barber shops
Beauty parlors
Caterers
Cleaners
Dancing schools
Department stores
Dressmakers
Employment agencies
Florists
Funeral homes
Furnished rooms
Furniture stores
Furniture exchanges
Gift shops
Grocery stores
Hotels
Insurance companies
and agencies
Jewelry stores
Liquor stores
Locksmiths
Luncheonettes
Pharmacies
Printers
Restaurants, bars,
and taverns
Stationery stores
Theaters
13
7
5
110
187
3
141
5
5
14
20
16
63
26
70
14
3
107
25
69
32
73
8
105
67
20
264
136
9
TOTAL 1,617
Reprinted from Harlem Youth Opportunities Unlimited Inc.,
Youth in the Ghetto: A Study of the Consequences of Powerless-
ness and a Blueprint for Change, Harlem Youth Opportunities
(New York: Century, 1964)
,
p. 113.
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for their Harlem clientele (and numerous other small retail enter-
prises)
. Furthermore, the Haryou document stated that "Central Harlem’s
businesses are geared for personal needs and are marginal to the economy
of the City of New York." 14
residents of Central Harlem sought other means of income,
in that employment opportunities were not favorable to the economy of
Central Harlem. Approximately ninety-three percent of its working resi-
dents took subways, buses, other common carriers,, and automobiles to
occupations outside the confines of its boundaries. Except for large
numbers of unemployed who stood on street corners, life in Central
Harlem was then relatively at a standstill. In the morning rush hour,
thousands of Central Harlemites entered the crowded subways. In the
evening, during that rush hour, the crowds returned home.
The labor force of Central Harlem was predominantly engaged in
low-salaried employment (see Table II) . Most of Central Harlemites
were classified as unskilled workers. Their focus of employment cen-
tered around the garment trades of New York City. That area extended
from Twenty-first to Forty-seventh Street, and required commuting from
uptown to downtown for those of Central Harlem. That occupational pic-
ture was substantiated by the Haryou document: "Most of the occupations
engaged in are service workers, operators, and laborers. About 7 per-
cent can be classified as professional, technical or managerial
capacities." 1 ^
14
Haryou, Youth in the Ghetto , p. 128.
15
Ibid., p. 129.
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TABLE II
PERCENTAGE OF MALES AND FEMALES IN VARIOUS
OCCUPATIONS FOR THE NONWHITE RESIDENTS OF
CENTRAL HARLEM AND NEW YORK CITY—1960
Males Females
Central New York Central New York
Harlem City Harlem City
Professional, technical,
and managerial 7 10 7 10
Clerical and sales 18 17 18 22
Craftsmen and foremen 11 12 1 1
Operatives and laborers 38 39 26 27
Service workers 26 22 48 40
TOTAL EMPLOYED 46,416 233,584 41,781 181,942
SOURCE: Compiled from Censuses of Population and Housing, 1960 , U.S.
Bureau of the Census, Final Report, PHC (1)-104, Part I,
Table P-4; reprinted from Harlem Youth Opportunities Unlimited
Inc
. ,
Youth in the Ghetto: A Study of the Consequences of
Powerlessness and a Blueprint for Change, Harlem Youth Oppor-
tunities (New York: Century, 1964)
,
p. 130.
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Ecist Hciirlsin consisted of nntuiml e.nd social bciiririeirs • Its
boundaries delineated it as pentagonal in shape with the northern end
terminating as the vertex of a triangle. Patricia Cayo Sexton defined
East Harlem's boundaries as:
. . . two square miles of the highest priced rock in the world,
running from the East River to Central Park and roughly from
96 to 130 Streets on Manhattan's East side. ... A commuter's
railroad track on Park Avenue. ... A hill on 102 Street . . .
are natural borders that . . . isolate one group from another
and give rise to separate patterns of living. 16
The New York Central Railroad's sets of tracks separated the Mt. Sinai
cluster from the rest of the area, and social barriers, such as housing
projects, stretched midway across it. Except for an eastward trajectory
at the end, they almost bisected it.
East Harlem, one of the most widely known ghettos of the entire
nation, had been given the misnomer, "Spanish Harlem," or "El Barrio"
(the southernmost areas)
,
by visitors and residents. However, many
other languages were spoken there besides Spanish. Blacks, Italian-
Americans, Chinese-Americans
,
Irish-Americans
,
and other ethnic and
cultural groups helped to comprise the jumble of seething humanity in
public and private housing that constituted the population of the area.
Patricia Cayo Sexton confirmed this ethnic flavor: "East Harlem is now
brimming with a mixture of dark and volatile people: Puerto Ricans who
give it a Spanish accent (41 percent) , Negroes (38 percent) , Italians
',17
and other (21 percent) ....
^Patricia Cayo Sexton, Spanish Harlem (New York: Harper and
Row, 1965)
,
p. 8
.
l^ibid.
,
p. 9.
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In terms of population, East Harlem had experienced an increase
in some ethnic and cultural groups and a decrease in others. In 1940,
Negroes were only twenty percent of East Harlem's population. In each
recent decade Negroes increased roughly by ten percent. Many of them
came in with the new public housing projects. Puerto Ricans also
increased. They were only thirty percent of the total in 1950. The
Italians, until recently dominant, moved to the suburbs. Sexton noted
that East Harlem s populatxon loss was 17 percent in the 1960 census
•
Those who left were generally between twenty and forty years old. She
added later, About one half of its population moved from one place to
another during a five year period. In Central Harlem only one out of
19
three moved."
One of the world's most densely populated areas as well as one
of the most crowded sections of an already overcrowded city, its 200,000
people lived together in an area which embraced one square mile. Accord-
ing to a report of the New York City Commission on Human Rights, "If all
the inhabitants of the United States lived as close together as the
people in East Harlem, they could be housed in one-half the area of New
York City. On one block, more than 4,000 people are packed into 27
20
rotting tenements." Often several families lived together in one
apartment.
18
19
20
Sexton, Spanish Harlem
,
p. 9.
Ibid.
New York City Commission on Human Rights, East Harlem: A Report
(New York, 1961).
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The number of dilapidated houses needing repair was higher than
that of Central Harlem. One saw many abandoned houses, vacant lots,
and rubble-strewn backyards. Tenement doorways were covered with graf-
fiti and cheap-quality drapes used as window coverings in place of
shades. Although many housing projects were built in the last decade,
the fact that they were low-income housing with certain restrictions,
as classified by the New York City Housing Authority, prevented many
tenement dwellers, for various reasons, from being allowed to live in
them.
Many of its occupations were like Central Harlem's. They
engaged in occupations such as service workers, operators, and laborers.
Only six percent were classified as professional, technical, and
managerial capacities (see Table III) . The median income for its fami-
lies was $3,025, as compared with $5,103 for the entire city.
The great majority of its population consists of unskilled
workers. As new migrants from Puerto Rico or the Southern United States
moved into East Harlem, its illiteracy and unemployment rates rose.
Welfare rolls increased, and schools became flooded with non-English-
speaking children, with whom they were not prepared to cope. Even the
small nucleus of its professionals became insignificant when services
to its poor were considered. The proliferation of its problems outdis-
tanced the available services.
In such a social service-oriented environment, the cycle of
apathy captured some of its residents. Those traditional community
agencies, well known to the inhabitants, conducted studies and surveys
of East Harlem's ethos. That steady stream of research findings
40
TABLE III
PERCENTAGE OF MALES AND FEMALES IN VARIOUS
OCCUPATIONS FOR THE RESIDENTS OF EAST
HARLEM AND NEW YORK CITY—1960
Males Females
East
Harlem
New York
City
East
Harlem
New York
City
Professional, technical
and managerial 6 24 6 16
Clerical and sales 17 21 16 46
Craftsmen and foremen 10 17 2 1
Operatives and laborers 40 26 27 21
Service Workers 27 12 49 16
TOTAL PERCENTAGE 100 100 100 100
SOURCE: Compiled from Censuses of Population and Housing, 1960 , U.S.
Bureau of the Census, Final Report, PHC (1)-104, Part I;
reprinted from Harlem Youth Opportunities Unlimited Inc., Youth
in the Ghetto: A Study of the Consequences of Powerlessness and
a Blueprint for Change, Harlem Youth Opportunities (New York:
Century, 1964).
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compounded a concept of the futility of attempts at indigenous self-
determination. The one-way communication, reinforced by agency-to-
client dialogue, repressed positive self-concepts and hampered legiti-
mate aspirations of personal, economic, and social upward mobility.
Pathologies—A Varied Harlem
Central and East Harlem were conterminous geographically,
contained many of the same ethnic groups, and suffered many of the same
social ills. Since both areas were poor neighborhoods, it was natural
to expect that social ills would prevail in greater abundance here than
elsewhere in the city. The concept of what was Harlem became to non-
natives a clinician's proving grounds. There social agencies thrived
in semiautonomous enclaves.
As a matter of fact, in many of the common pathologies Central
and East Harlem had the highest rates in the city: venereal diseases
among youth, infant mortality, suicide, homocide, and high welfare rates
as reflected in aid to dependent children. Both had high rates of juve-
nile delinquency (fighting gang activity having declined in both areas
due to the spread of narcotics since the late 1950's).
The spread of narcotics had increased in the past few years,
however, to the extent that the New York City Department of Health esti-
mated that over half of the nation's addicts lived in New York City.
Of that half, approximately thirty-five percent of the addiction existed
in Central Harlem and East Harlem together. The East Harlem Protestant
42
Council was perhaps the earliest and one of the world's best-known
agencies for narcotics' rehabilitation. In the middle 1960 's the
Odyssey Houses became Central Harlem's answer to the East Harlem's
Protestant Parishes.
In the eyes of the Police Department, the Harlems existed as
precincts of high-crime areas. The 25th Precinct, situated at 125th
Street and Lexington Avenue, bordered Central Harlem. Geographically
it was located in the East Harlem Triangle, but its psychological
alliance was with Central Harlem. To its policemen in squad cars or
afoot, it was called Harlem.
The trash and garbage disposal services were hopelessly inade-
quate. These irritants frequently manifested themselves in the form
of summer disturbances. As The New York Times stated, "The Young
Lords, a former Puerto Rican fighting street gang, littered garbage
across Lexington Avenue and 110th Street and set the garbage afire to
protest poor pickup services of the New York City Department of
21
Sanitation." Harlem's sanitation services contrasted sharply and
visibly with that of other areas of Manhattan. On the northern side of
96th Street, a part of East Harlem, garbage and trash were frequently
allowed to pile up. On the southern side of the same street, the begin-
ning of the neighboring Yorkville area, refuse collections were made
daily by the Department of Sanitation. Ironically, the Department
classified East Harlem as an area of high litter.
The New York Times, June 15, 1970, p. 1.
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East Harlem had the highest rate in the city for tuberculosis,
venereal disease, infant mortality, rat bites, and malnutrition. Those
municipal agencies upon whom had been bestowed the responsibility for
servicing the health needs of East Harlem had been dilatory in the eyes
of the residents in performing their duties. Although the maladies
suffered by ghetto living were real and practical everyday considera-
tions for those living in East Harlem, to their welfare overlords, such
afflictions were invisible in a detached, impersonal way.
In East Harlem the family as a social institution suffered from
internal disruption and deterioration— the attractive nuisances of the
street pool halls, candy stores, and teen-age hangouts—and the feeling
of powerlessness and alienation among the inhabitants presented obsta-
cles too formidable for the family structures, to overcome. According
to the Protestant Council of New York, "many children are not wanted
and rarely go to school. Unmarried mothers are faced with the problem
of supporting their families and themselves. Both young and old are on
the borderline of crime, or right in among it. Boys and girls are using
22
dope .
"
The various social services agencies, such as the New York City
Department of Welfare, crisscrossed East Harlem in the performance of
their duties. Although the welfare rolls increased, the number of
social workers' service units also increased, but individual case loads
remained heavy and a large waiting list accumulated.
22
Protestant Council of New York, Spanish Harlem, p. 33.
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Solutions were needed, but the official city agencies defined
the Harlems in terms of their weaknesses, rather than in terms of the
people who lived there. The use of the phrases, "special service
schools," or "More Effective Schools," indicated in reality that the
schools had failed their neighborhoods. In their project nomenclatures,
however, the administrative units of the Central Board of Education had
accused the communities' children of failing to learn what was taught.
The social decay and social disorganization had been weaknesses
that some writers had ascribed, subtly, to the apathy of the inhabitants
of both Harlems. Fundamental aetiologies were not taken into account.
Even such a distinguished writer as Charles Silberman offered that
misjudgment when he espoused, "By any measure of social disorganization,
in short, Harlem is a slum sunk in apathy and steeped in crime, nar-
23
cotics
,
addiction, poverty, and disease."
Silberman implied that the residents were at fault by conceal-
ing the identity of the true culprits. Slum buildings of Harlem were
owned mostly by whites. Drug traffic, prostitution, and the numbers
game were controlled by whites. Perhaps it was best summed up by Louis
Lomax
:
At sundown, the white, legitimate businessman, the owner of
the major stores and media of communication, leaves to go home
to his family in suburbia. Enter then the white illegitimate
businessman--the lord of dope, crime, prostitution and theft.
From sunset to sunup he is the king of the black jungle. And
when the morning newspapers carry shocking headlines of murder
,
23Charles Silberman, Crisis in Black and White (New York: Random
House, 1964), p. 45.
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depravity and violence, the removed white community reacts
with one accord and shouts, "Niggers ain't worth a damn
.
The Positive Side
The majority of the residents of the ghetto were, analogously,
trapped between the Scylla of slum overseers and the Charybdis of futile
redress. If tenants protested the lack of heat by knocking on radiator
pipes in subfi. eezing weather, the building superintendent reported them
to the landlord. An eviction notice for disturbing the peace would
follow. Although they were charged exorbitant prices and interest rates
for neighborhood merchandise, delayed payments brought garnishees and
the repossession of the goods. It was the neighborhood of the poor, yet
they had no recourse to common decision making between themselves, their
"Manorial lords," or their creditors.
By the late 1960's there had been increasing concern on the part
of Harlem residents for the future of their neighborhood. The people of
Harlem had shown that they were ready, willing, and able to help improve
the conditions in their areas. Tenants' associations such as the Lenox
Terrace Tenants' Association, the East Harlem Tenants' Association, the
Upper West Side Community Organization, the Community League of West
159th Street Inc., and the Franklin Plaza Tenants' League had sprung up
as remonstrances against the ever-powerful slumlords.
24
Lomax, The Negro Revolt, p. 76.
46
The support was there; the leadership was there: there was an
enormous desire for self-improvement. Although Central Harlem and East
Harlem were one in a technical sense, they were different culturally,
ethnically, and socially. These differences helped to shape two dis-
tinct urban communities. Yet, in all likelihood, they were more similar
than most other contemporaneous urban communities. At times social and
political events overlapped their confines. One of the largest commu-
nity development agencies, Massive Economic Neighborhood Development
(MEND) conducted its operation in both communities.
The abundance of religious establishments and enterprises has
questioned the belief by some that violence reigned in East Harlem;
perhaps it indicated, to some degree, that the majority of its residents
were humble workers, good and honest people, and that mutual self-
respect for human dignity existed there. Churches such as Saint
Cecilials, La Iglesia Christiana, and Mt. Nebo Baptist Church were com-
prised of congregations that were residents of that area.
Leisure counseling, recreation, and education was supplied by
many key social service agencies located there. The East Harlem
Tenants' Council, the East Harlem Protestant Parish, and the Union
Settlement House played a focal part in efforts toward unifying this and
other segments of East Harlem. The Union Settlement House was perhaps
the most famous of settlement houses in New York City. It was this
agency that movie actor Burt Lancaster credited for playing a major role
in the shaping of his adolescent life. From time to time he returned to
East Harlem and to that particular settlement house to give benefit per-
formances for the neighborhood residents.
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In its housing developments Central Harlem contained, among its
constituent population, a growing middle-class group of Black profes-
sionals and semiprofessionals. For example, certain census tract data
in Central and East Harlem revealed the existence of high rise middle-
income dwellings, and newly constructed school plants therein. In
Central Harlem the cluster of buildings extending from East 132nd
Street to West 155th Street and Amsterdam Avenue contained many housing
units, such as the Lenox Terrace Apartments, the Riverton Apartments,
the River Bend and Esplanade Garden Cooperatives, the Delano Village
Apartments, and the Polo Grounds Towers Apartments. Among the residents
of middle-class housing developments could be found Black judges,
lawyers, teachers, Wall Street brokers, and other middle-class Blacks.
There, as compared with other sections of Central Harlem, annual
incomes were higher, the level of education attained by the residents
was superior to other sections, and many school-age children attended
private schools.
In East Harlem the Mt. Sinai cluster and the Franklin Plaza com-
plex were of higher socioeconomic status as compared with other sections
of East Harlem. The Mt. Sinai cluster, arranged in a linear archtype
with Mt. Sinai Hospital, occupied a six-block stretch along Fifth
Avenue, extended from 100th Street to 105th Street. Adjacent to
Mt. Sinai Hospital was The Flower Fifth Hospital. Many physicians,
nurses, lawyers
,
and professionals occupied the row of buildings extend-
ing from 96th to 109th Streets on Fifth Avenue. The Franklin Plaza
Complex (to be described more fully in Chapter III) extended from 106th
to 109th Streets, and from Third to First Avenues. It contained many
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professionals Black, white, Spanish, and others. These two areas
formed the bulk of East Harlem's middle-class domain.
Educationally, the people of Harlem demanded that the schools
become accountable to the community. The decentralized community school
boards, the community corporations, and the historically heavier atten-
dance of people at the New York City Board of Estimate's Hearings
indicated that community participation had increased. The communities
questioned the effectiveness of compensatory education programs. They
wanted the same quality of education that favored neighborhood areas
were presumed to have achieved. Their contention was that "pilot"
projects must cease; experimentation must be based on sincerity of
intent; and that massive efforts should be undertaken to improve ghetto
education. The demand for more Black and Spanish administrators in
Harlem schools had increased. Since the majority of its pupils were
Black or Spanish, the progress of Black and Spanish administrators in
the schools might serve as a means of uplifting the pupils' self-image,
of establishing self-identity, and of emulating adult success models.
Community programs aimed at redirecting the energies of the
young of the ghetto were making earnest appeals for bringing about
desired social change. According to the Haryou document,
The youth of Central Harlem must address itself to the stark
realities of ghetto life and the forces responsible for the
present rebellion of American Negroes against long-standing
patterns of racial discrimination and segregation. Such a
program must deal directly with the social and personal con-
sequences of these pervasive and institutionalized patterns
of racial distinctions which are concretized in the fact of
urban racial ghettos. 25
25Haryou, Youth in the Ghetto , p. 353.
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Tne young of the ghetto demanded their own identity and assumed
leadership roles. Some, originally derived from delinquent subcultural
groups, attempted to enact massive social reform. One such group, the
Young Lords, a former fighting street gang, increased in popularity
among other young Blacks and Puerto Ricans. According to a New York
Time.- article describing the growth and development of the Young Lords,
"the rush, thereafter, by young Puerto Ricans to join the Lords—who
will accept non-Puerto Rican Blacks from the Barrio was so great that
the organization had to close its rolls temporarily." 26
On occasion, community action was the force that substituted
for municipal inaction. For example, according to another article in
The New York Times
,
"To accelerate the administration of X-rays for the
detection of tuberculosis, the Young Lords absconded with a New York
City Department of Health Mobile X-ray unit and administered the tests
27to the people of the community themselves."
The fact that the Flower Fifth Avenue Hospital, the Hospital for
Joint Diseases, and the Metropolitan Hospital performed X-ray services
for the residents of East Harlem did not matter, for those hospitals
charged X-ray fees for the residents. That confrontation encouraged
large numbers of community residents to take chest X-rays. Ever since
that incident occurred, the New York City Department of Health has sent
mobile X-ray units to East Harlem on a regular basis.
2 6
"Right On with the Young Lords," The New York Times , June 7,
1970, section 6, p. 84.
27
The New York Times
,
July 22, 1970, p. 1.
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The fusion of ethnic and national cultures, the gradations of
economic wealth, and the collective ambitions of those of all ages
reveal that the potential for joint human and moral endeavor were there.
A comparison of extreme poverty and relatively extreme ghetto wealth
would have been commonplace and solved little. But in East Harlem the
potential for human interactions, relationships, and activities offered
hope that a viable community, one sufficient to enhance participation
of individuals on different levels might help to resolve the dilemma of
not just simply how to mobilize for participation, but in what direction
participation should go.
CHAPTER III
THE IMMEDIATE COMMUNITY AND THE SCHOOL
An Impression of the Neighborhood
A visitor to the Franklin Plaza neighborhood area by subway
would have taken the Lexington Avenue local of the Interborough Rap-
id Transit System to 103rd Street and Lexington Avenue. There as he
toured its streets, he would have experienced a kaleidoscopic view of
life in an inner city ghetto. He might have reported his tour to
another person in many ways. In one such way, the area from 103rd to
106th Streets could have been described as a beehive of activity.
Six-story, cold water tenements had fire escapes with frames
of peeling paint and moldering metal. Small boys darted between speed-
ing cars. An empty space gaped where a house had been torn down. In
the space a grotesque iron bedstead projected out of the bricks and
rubble. The innocent smiles of the young children as they played gaily
among the debris were in sharp contrast to the motionless figures of the
teen-agers standing in doorways or sitting on stoops. Their cynical
attitudes and watchful eyes reflected the resignation of the young to
the ultimate destiny of "El Barrio" (or Spanish Harlem)
.
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folklore and popular customs found spontaneous and irrepres-
sible expression in its most humble institutions. On warm summer even-
ings, along Lexington Avenue, the people of El Barrio swarmed through
its streets speaking Spanish loudly. Soft drinks were consumed both
inside and outside the little shops. Animated discussions were carried
out by predominantly masculine groups while the women kept a sharp eye
on the children playing in the streets.
Here the commercial and the social merged into one. The little
shops sold tropical fruits and vegetables, coconuts, custard, apple tam-
arind, and Cocoa Cola. Blacks, Puerto Ricans, Jews, and Italians mixed
informally and casually on its streets. Loud speakers blaring "Rancheros"
from store-front Spanish social clubs permeated the air with tropical
melodies as people listened to their radios or watched their television
sets. The music, symbolic of the nostalgia of a gay, carefree tropical
island, helped to offset the gray atmosphere of a metropolis of cement
and asphalt.
The intersection of 106th Street and Lexington Avenue provided
a view that extended as far east as the East River. Central to that pan-
orama were the huge, towering Franklin Plaza apartments. These middle-
income cooperatives stood like protective sentinels overlooking the
entire area, with all of its residents and their continuous streaming
hustle and bustle.
Turning right at 106th Street and walking over to Third Avenue
revealed more about the area. Along Third Avenue, the main shopping
street of East Harlem, the potpourri that was East Harlem became pro-
nounced. Signs in Spanish and English invited prospective customers
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to purchase household appliances, furniture, clothing, and other items
on credit. Proscuitto, Mozerrella, and Provolone were being sold in
Italian markets. Kosher meat markets, soul food eateries, and Chinese
restaurants added flavor to that shopping mart while cuchifrito stands
awaited eager customers.
For relief from a busy day of Third Avenue shopping, there
were many diversions for these marginal consumers: a VJoolworth's five
and ten cents store received a heavy daily intake of those who sought
bargains, appliances and cosmetics, or an occasional soft drink. Pizza
parlors had open front windows for customers. Vendors, hawkers, and
hot dog stands along the sidewalks catered to the stream of housewives,
young children, and youth who wandered in and out of stores either seek-
ing purchases or satisfying their own curiosities.
The religious character of the neighborhood was further pro-
pounded by the presence of stores that sold paraphernalia of witchcraft
all jumbled with images of saints, candles, prayers of all kinds, and
herbs. Here the monotheism of Judaism, the statuaries of Roman Cathol-
icism, and the voodoo of the Caribbean were found under one roof. The
smell of burning incense used in religious worship intermingled with
the odors emanating from stores and shops located there. Thus, the
aromatic-scented breezes mirrored the cultural plurality of the
neighborhood
.
On 106th Street, across from the Franklin Plaza Apartments, a
visitor could see "Little Italy," a memento of the Neapolitan past. The
fish store, which had baskets of clams displayed in front along with an
smelling of long-decayed fish, attractedempty cover of a trash can
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numerous alley cats which sniffed around its perimeter. The proprietor
and his cronies, the barber and the shoemaker, engaged in animated con-
versation. Although long separated from Naples, they had to solve
Italy's problems. The conversation paused temporarily while the propri-
etor threw a piece of ice at the cats, or tried to discourage a prospec-
tive buyer from one item in favor of another.
Several doors away the scene changed. The sidewalks were noisy
and crowded
. Old men, seated at tables near sidewalk curbs, played
checkers or cards. Children darted into the street to the sounds of the
screeching of brakes, while irate drivers hurled epithets at them. Moth-
fright, yelled for Angelo" or "Josie," while the children who
attended neighborhood parochial schools, dressed in smart uniforms,
wended their ways amid the throng. Across the street from all of this,
the Franklin Plaza area remained dispassionate and impassive.
The neighborhood contained few restaurants for dining at lunch-
time or in the evening. The most popular one in the neighborhood,
Joe's, was located at 106th Street and Third Avenue. An Italian res-
taurant, it offered either a standard American menu or one adapted to
Neapolitan delicacies. There social workers, bankers, teachers, law-
yers, and residents chattered idly while white-aproned waiters quickly
carried serving trays containing food from table to table. Other cus-
tomers at the bar sipped cocktails or gulped hard liquors.
For teachers at P.S. 146, located at 106th Street and First
Avenue, and at P.S. 168, located at 107th Street between Third and
Second Avenues, the choice was less lavish: Sunny's Restaurant was
their favorite lunchtime eatery. Dark and gloomy, it contained a
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lunch counter with about ten stools, and four tables with chairs in its
back section. In the summer a creaky air-conditioner labored against
the humid heat; in the winter a central heating system warmed the room
from the cold.
Later in the day, after school, Sunny's received a different
hind of clientele: truck drivers, shop owners, housewives with shopping
bags, school-age pupils who purchased hot dogs, and those quiet groups
of men who forever had some business to conduct over a cup of coffee.
Friendly customers from the Franklin Plaza Apartments, the Woodrow
Wilson Houses (New York City middle-income housing projects)
,
the East
River Houses (New York City low-income housing projects)
,
and those
from the neighboring tenements comprised the rest of its habitues.
The Franklin Plaza Complex
and Neighborhood Area
The Franklin Plaza complex itself was not very distinctive from
other cooperatives in New York. Its fourteen twenty-storied buildings
contained 1,635 apartments. Composed of cement, red brick, steel, and
glass, all of its buildings were constructed in similar architectural
design. Its main entrances faced a central plaza, and its side
entrances faced the streets. This feature—a throwback to the 1940 's
and the design of the community plan of Greenbelt, Maryland—afforded a
haven for the children of Franklin Plaza from the danger of automobiles,
delivery trucks, and moving vans that parked at its sidewalks daily.
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Franklin Plaza, however, contained subtle differences: the
buildings, spaced widely apart, gave the perspective of greater freedom
and space. The exterior window frames of the apartments were brightly
painted, their components of brass always polished. In the summer,
trees, shrubs, and grass demarcated a border for the sidewalks and
inner plaza which appeared to maintain a perennially green hue.
This shrub-filled area was bound on the south by 106th Street,
on the north by 109th Street, on the east by First Avenue, and on the
west by Third Avenue. On 106th Street were the Dry Dock Savings Bank
and the commercial Chase Manhattan Bank, whose edifices gave a prosper-
ous air to the Plaza. Located in between the banks were small retail
shops—clothing stores, haberdasheries, a store-front nursery, an infor-
mation center for health, Tenants' Rights and Block associations, and a
large chain supermarket. Around the corner, on 196th Street and Second
Avenue, were a drug store, a delicatessen, and a greeting card shop.
The Franklin Plaza provided comfort for its inhabitants. In
front of each of the banks were located small square plots with benches
arranged in rectangular formations. On these benches the elderly
congregated, gossiped, and maintained a steady eye on the daily occur-
rences that took place on the street. For the young, a central play-
ground in the interior of the plaza accommodated young mothers with
baby carriages, or older sisters with tots. Seesaws and swings, and
benches for the 'sitters' were there too.
At first glance one would have assumed that it was a typical
middle-class community of professionals, small business administrators
of stores, and civil servants intent upon a better way of life.
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However, upon closer scrutiny the faces were of many different shades
and colors. Spanish, Italian, Hungarian, Japanese, Yiddish, Chinese,
and other languages were spoken. Young mothers were dressed in bright
dashikis and turbans and wore Afro-style coiffures; others wore brightly
colored prints or plain styles; still others wore 'mod' styles. A
cross section of many different ways of life was reflected.
The immediate neighborhood that surrounded the Franklin Plaza
Complex was in marked contrast to the quasi-modern residential dwell-
ings. On all four sides stood bleak, old, and depressing buildings.
The Franklin Plaza Complex and surrounding neighborhood area embraced
roughly United States census tract number 174—an area bounded by 110th
Street on the north, by 103rd Street on the south, by the East River on
the east, and by Park Avenue on the west.^
Also bounded on the west by the New York Central Railroad (run-
ning along Park Avenue)
,
the Franklin Plaza area contained approximately
9,031 people within its confines. Given the fact that it included 6,434
Puerto Ricans out of a total of 9,031 persons of all extractions, it was
not surprising that many considered it to be a Spanish area. Further-
more, while 1,938 of these Puerto Ricans were second-generation New
Yorkers, 4,496 were born in Puerto Rico.
''Both census tracts and health areas were used by researchers
in analyzing East Harlem. Since health areas were grouped according to
census tracts, a census tract embraced roughly one health area. The
health areas were devised by the New York City Department of Health for
reporting health data. Because of their utility, many other data
notably juvenile delinquency statistics—were also reported by health
area. Although larger than census tracts, they represented a relatively
homogenous area.
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Since the Mt. Sinai neighborhood area is so like the Franklin
Plaza area, it might be helpful to analyze these various 'like' quali-
2ties and conditions. In the Mt. Sinai area, out of 10,129 residents,
1,776, or 17.5 percent, were white, as compared with 265, or 3 percent,
in the Franklin Plaza area—the more eastern portion of both areas
being more Spanish in flavor and culture (see Table III in Chapter II) .
Most of the "bleak, old, and depressing buildings" in the
Franklin Plaza and Mt. Sinai areas were constructed before 1930 (see
Table IV). According to the 1960 census, fifty percent of the 2,303
dwellings in the Franklin Plaza area, and fifty-eight percent of the
3,055 dwellings in the Mt. Sinai area, were described as deteriorating
3
or dilapidated for purposes of urban renewal.
Out of 2,302 housing units in the Franklin Plaza area, 1,440,
or 62.7 percent, were white renter-occupied (see Table V). Housing
2
The tables throughout this chapter compare both areas to the
entire borough of Manhattan, of which they are a part, in order to pre-
sent more graphically the facts on the Franklin Plaza area.
3
The classification of residential facilities according to hous-
ing needs provided the basis for a citywide evaluation of housing condi-
tions by official municipal agencies. Comparisons were thereby made
possible
.
"Deteriorating" meant needing more repairs than would have been
provided in the course of regular maintenance; the facility had defects
of an immediate and serious enough nature to warrant a judgment, for the
unit to have continued to be classified as a safe and adequate shelter.
"Dilapidated" meant that the facility provided neither safe nor
adequate shelter. It had one .or more critical defects; or it had a
combination of intermediate defects in sufficient number to require
extensive repair or rebuilding; or it was of inadequate original con
struction standards.
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TABLE IV
OCCUPANCY AND STRUCTURAL SOUNDNESS
OF HOUSING UNITS— 1960 CENSUS
Franklin Plaza
Mt. Sinai Area Area Manhattan Area
# % # % # %
Occupancy
:
Owner-occupied
White 69 ( 2.3) 120 ( 5.3) 23,194 ( 3.2)
Nonwhite 4 ( .1) 73 ( 3.0) 3,215 ( -4)
Renter-occupied
White 2,375 (77.7) 1,440 (62.7) 519,258 (71.4)
Nonwhite 385 (12.6) 587 (25.5) 150,104 (20.6)
Unoccupied 222 ( 7.3) 82 ( 3.5) 31,661 ( 4.4)
TOTAL HOUSING UNITS 3,055 (100.0) 2,302 (100.0) 727,432 (100.0)
Structural Soundness:
Sound 1,282 (42.0) 1,152 (50.0) 536,189 (73.7)
Deteriorated 1,164 (38.1) 1,000 (43.4) 150,440 (20.7)
Dilapidated 609 (19.9) 150 ( 6.6) 40,803 ( 5.6)
TOTAL HOUSING UNITS 3,0.55 (100.0) 2,302 (100.0) 727,432 (100.0)
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TABLE V
RACE AND ETHNIC CHARACTERISTICS
—1960 CENSUS
Mt. Sinai Area
# o*o
White
,
born in Puerto Rico 4,996 (49.3)
White, of
Puerto Rican parentage 1,994 (19.7)
Other white 1,776 (17.6)
Negro 1,341 (13.2)
Other races 22 ( .2)
TOTAL POPULATION 10,129 (100.0)
TOTAL FOREIGN STOCK 1,590 (15.7)
Franklin Plaza
Area Manhattan Area
# % # o,"o
4,496 (49.6) 161,371 ( 9.5)
1/938 (21.5) 64,268 ( 3.8)
265 ( 3.0) 1,046,183 (61.5)
2,298 (25.4) 397,101 (23.4)
34 ( .5) 29,358 ( 1.8)
9,031 (100.0) 1,698,281 (100.0)
681 ( 7.5) 720,653 (42.5)
i
i
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developments themselves, such as the Franklin Plaza Apartments, the
Woodrow Wilson Houses, the East River Houses, and the Thomas Jefferson
Houses, contained a great number in this category.
In the Mt. Sinai area, out of 3,055 housing units, 2,375, or
77.7 percent, were white-occupied. The professionals employed by Mt.
Sinai Hospital who resided in the cluster of apartments adjacent to the
hospital accounted mainly for this high figure.
_ fIn the Franklin Plaza area, in the category of owner-occupied
dwellings, out of a total of 193, 120, or 5.3 percent, were white-owned,
and 73, or 3.2 percent, were nonwhite-owned. The larger percentage of
white-owned dwellings was accountable partly to the Housing Authority's
ownerwhip of projects that were listed as "white-owned."
In the Mt. Sinai area, out of a total of 73 owner-occupied
buildings, 69, or 2.3 percent, were white-owned, and 4, or 0.1 percent,
were nonwhite-owned. The high rise apartments on Fifth Avenue supplied
a larger number of white renters, but fewer independent owners.
With respect to employment status, both areas had high rates of
employment (see Table VI). In the Franklin Plaza area, out of 1,971
males, 1,751, or 88.8 percent, were employed, and 220, or 11.2 percent,
were unemployed; therefore, approximately 88 percent of the male resi-
dents were employed. The high rate of employment was a compliment to
its residents. For the female residents, the picture is very much the
same: out of a labor force of 1,362, approximately 88 percent were
employed. The fact that of the total labor force (male and female) of
3,333, 2,658, or 89.7 percent, were employed by private firms or were
salaried employees, perhaps indicated that few had reached the level of
r
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TABLE VI
EMPLOYMENT STATUS— 1960 CENSUS
Mt. Sinai Area
Franklin Plaza
Area Manhattan Area
*
Male
Civilian Labor Force:
# o,"o # o. # %
Employed 2,190 (89.5) 1,751 (88.8) 467,257 (93.1)
Unemployed 258 (10.5) 220 (11.2) 34,566 ( 6.9)
TOTAL 2,448 (100.0) 1,971 (100.0) 501,823 (100.0)
*
Female
Civilian Labor Force:
/
Employed 1,211 (88.6) 1,211 (88.9) 337,975 (93.7)
Unemployed 156 (11.4) 151 (11.1) 22,729 ( 6.3)
TOTAL 1,367 (100.0) 1,362 (100.0) 360,704 (100.0)
*
Total
Civilian Labor Force:
Employed 3,401 (89.1) 2,962 (88.9) 805,232 (93.4)
Unemployed 414 (10.9) 371 (11.1) 57,295 ( 6.6)
TOTAL 3,815 (100.0) 3,333 (100.0) 862,527 (100.0)
Sources in Income:
Private wage and
salary workers 3,111 (91.5) 2,658 (89.7) 668,851 (83.6)
Government workers 167 ( 4.9) 181 ( 6.1) 63,326 ( 5.3)
Self-employed workers 120 ( 3.5) 119 ( 4.0) 70,829 ( 9.0)
Unpaid family workers 3 ( .1) 4 ( .2) 2,226 ( 2.1)
TOTAL EMPLOYED 3,401 (100.0) 2,962 (100.0) 805,232 (100.0)
c
*
Fourteen years and over.
civil service security, and others were in semiskilled professions.
Certainly the desire to make a useful living was there.
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In the Mt. Sinai area, out of 2,448 males fourteen years of age
and over, 2,190, or 89.5 percent, were employed. The female labor
force fared about the same: out of 1,367 females fourteen years of age
and over, 1,211, or 88.6 percent, were employed. In the total labor
force (male and female) of 3,815, 3,111, or 91.5 percent, were the
recipients of income as private and salaried workers.
The Franklin Plaza area had experienced a high degree of urban
renewal—to such an extent that many of the residents came to fear the
'bulldozer.' The housing relocation, incurred by the advent of the
bulldozer, created fear in those displaced as to their manner of life
in the new area to which they were to be relocated. Out of a total of
1,992 units moved into from 1940 to 1960, 1,141, or approximately fifty
percent, were entered since 1954. Many of the area's earlier residents
had been transplanted after urban renewal (see Table VII)
.
The Mt. Sinai area also felt the effects of the bulldozer. Out
of a total of 2,558 units moved into between 1940 and 1960, 1,622, or
seventy-two percent, were entered since 1954. In addition, the stable
population and the sound condition of the rent-controlled apartments on
Fifth Avenue perhaps accounted for the twenty-eight percent who remained
in the Mt. Sinai area.
Economically, neither area was, on the average, impoverished
(see Table VIII). In family incomes, the Franklin Plaza area contained
seventy—one families, or 3.8 percent of the total that earned between
$10,000 and $14,999 annually. Mt. Sinai had fifty-one families, or
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TABLE VII
YEARS IN WHICH FAMILIES MOVED INTO
PRESENT HOUSING UNITS
—1960 CENSUS
Franklin Plaza
Mt. Sinai Area Area Manhattan Area
# % # O."O # %
1958 to 1960* 802 (28.3) 536 (24.5) 198,798 (28.6)
1954 to 1957 822 (29.0) 478 (21.7) 168,916 (24.3)
1940 to 1953 934 (32.9) 951 (43.1) 240,845 (34.6)
1939 or earlier 275 ( 9.8) 238 (10.7) 87,204 (12.5)
TOTAL HOUSEHOLDS 2,833 (100.0) 2,203 (100.0) 695,763 (100.0)
*
As of March in 1960.
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TABLE VIII
FAMILY INCOME—1960 CENSUS
Franklin Plaza
Mt. Sinai Area Area Manhattan Area
# Q."O # % # %
Under $1 ,000 202 ( 8.9) 163 ( 8.7) 20,769 ( 5.0)
$ 1,000 to $ 4,999 1,342 (59.5) 1,077 (56.9) 171,650 (41.4)
$ 5,000 to $ 9,999 650 (28.8) 560 (29.6) 142,267 (34.3)
$10,000 to $14,999 51 ( 2.3) 71 (3.8) 38,829 ( 9.4)
$15,000 to $24,999 12 ( .5) 12 ( .6) 22,174 ( 5.3)
$25,000 and over - ( -) 8 ( .4) 19,222 ( 4.6)
TOTAL NUMBER OF FAMILIES 2,257 (100.0) 1,891 (100.0) 414,911 (100.0)
$3,794 $3,897 $5,338Median Family Income
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2.3 percent, that earned the same amount. Both areas had twelve fami-
lies that earned over $15,000 annually, while the Franklin Plaza area
had eight that earned over $25,000.
With reference to gross rents paid (see Table IX)
,
the influence
of rent-controlled ceilings can be illustrated by the fact that in the
Mt . Sinai area 363 families paid from $80 to $149 a month for gross
rent. In the Franklin Plaza area the 291 families paid monthly rents of
from $80 to $149. The more abundant housing projects in the Franklin
Plaza area provided a gradation in rate in rent progressions, while the
ceilings in the apartments of the Mt. Sinai area maintained a fixed
rent.
In regard to household characteristics, the Franklin Plaza area
had a higher number of transients than the Mt. Sinai area (see Table X)
.
The population living in group quarters in the Mt. Sinai area was 140,
or 1.4 percent, while the Franklin Plaza area had 366, or 4.2 percent,
and the borough of Manhattan had 57,334, or 3.4 percent, living in group
quarters. On a per capita basis, the hotels and other living quarters,
including several apartment dwellings for elderly citizens in the
Franklin Plaza area, exemplify that actually, as compared with other
census tracts in East Harlem, the 4.2 percentage figure was still some-
what lower with regard to persons living in group quarters.
The resources in both neighborhoods for higher education were
practically none. Columbia University (which admitted very few students
from East Harlem, in general) and City College of New York were within
walking distance of the Franklin Plaza area. The only upper secondary
school that existed there was Benjamin Franklin High School, which had
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TABLE IX
GROSS RENTS PAID—1960 CENSUS
Franklin Plaza
Mt. Sinai Area Area Manhattan Area
# % # % # %
Less than $20 - ( -) - ( -) 1,263 ( .2)
$ 20 to $ 39 390 (14.1) 202 ( 9.9) 58,786 ( 8.8)
$ 40 to $ 59 1,448 (52.4) 997 (48.9) 174,260 (26.0)
$ 60 to $ 79 482 (17.5) 585 (28.7) 156,391 (23.3)
$ 80 to $ 99 220 ( 8.0) 133 ( 6.5) 89,850 (13.4)
$100 to $149 143 ( 5.2) 58 ( 2.9) 98,249 (14.7)
$150 or more 8 ( .3) 4 ( .2) 77,720 (11.6)
No cash rent 69 ( 2.5) 58 ( 2.9) 13,567 ( 2.0)
TOTAL
RENTER-OCCUPIED UNITS 2,760 (100.0) 2,037 (100.0) 670,086 (100.0)
$52 $56 $70Median Gross Rent
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TABLE X
POPULATION BY HOUSEHOLDS AND GROUP QUARTERS,
AND HOUSEHOLD STATUS OF RESIDENTS
—1960 CENSUS
Mt. Sinai Area
Franklin Plaza
Area Manhattan Area
Population
:
# O.*© # o,"o # %
Households 9,989 (98.6) 8,665 (95.8) 1,646,947 (96.6)
Group quarters 140 ( 1.4) 366 ( 4.2) 57,334 ( 3.4)
TOTAL POPULATION 10,129 (100.0) 9,031 (100.0) 1,704,281 (100.0)
Household Status
of Residents:
Heads of households 2,833 2,230 695,771
Married Couples 1,544 1,327 317,454
Persons under 18 years 4,006 3,322 385,482
Persons under 18 years,
living with parents 2,574 2,144 277,789
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exerted a great vocational influence on the community. It continued to
supply East Harlem with its future community leaders. In the Franklin
Plaza area, out of 4,740 adults twenty—five years of age and over, 400
had completed four years of high school, and 125 had had four years of
college. Therefore, ten percent had college degrees— a manifestation
of some degree of self-image for the residents, their children, and
their families (see Table XI)
.
The rationale for the comparison, in the tables of this section,
of almost homogenous census tracts and their relationship to the entire
borough of a city was simply to indicate that, just as there was The
Other America
,
so were there other Harlems
. For—interlaced among the
esplanades, exclusive apartment dwellings, backyards, and alleys—was a
network of human relationships which represented a cross section of
society closer to conceptual democracy than most others.
The World of an Inner City School
Public School 146 was located on 106th Street between the East
River's access drive and First Avenue. With its adjacent play area
(owned by the Department of Parks of the City of New York) , it covered
the entire block from 106th to 107th Streets. The school was built in
1965 under the More Effective Schools Plan. Window frames were narrowed
to economize on glass utilization; linear patterns created branched sub
units (cafeteria, auditorium, and gymnasium); and interior lighting
replaced broad, abundant window space.
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TABLE XI
SCHOOL YEARS COMPLETED BY PERSONS TWENTY-FIVE
YEARS OLD AND OVER—1960 CENSUS
Mt. Sinai Area
Franklin Plaza
Area Manhattan Area
# o,"o # o.'o # %
No school 573 (11.3) 404 ( 8.5) 49,600 ( 4.2)
1 to 4 years 1,142 (22.6) 995 (21.0) 80,273 ( 6.9)
5 to 7 years 1,144 (22.6) 1,161 (24.5) 150,192 (12.9)
8 years 819 (16.2) 946 (20.0) 198,491 (17.0)
High School:
1 to 3 years 741 (14.6) 554 (11.7) 193,279 (16.6)
4 years 471 ( 9.3) 400 ( 8.4) 234,738 (20.1)
College
:
1 to 3 years 94 ( 1.9) 155 ( 3.3) 103,981 ( 8.9)
4 or more years 77 ( 1.5) 125 ( 2.6) 156,203 (13.4)
TOTAL PERSONS 25 YEARS
OLD AND OVER 5,061 (100.0) 4,740 (100.0) 1,166,757 (100.0)
Median School Years 7.1 7.5
Completed
10.6
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The school was located within the boundaries of school district
number 2 in Manhattan, which covered an area which extended from the
upper midtown area of New York City (33rd Street from Fifth Avenue to
72nd Street)
,
to the East River, and up to 106th Street. It serviced
pupils from a variety of socioeconomic backgrounds. It included the
upper midtown "silk stocking" district as well as the slums of East
Harlem. Therefore, the school district included Germans from Yorkville,
middle—class Anglo-Saxons, Jewish-Americans
,
Blacks, Spanish-Americans
,
Italian-Americans
,
and others. Intradistrict activities were shared by
children of all nationalities of the district.
P.S. 146, however, was originally designed to provide a variety
of services: it was to include multipurpose rooms for large and small
group instruction, teachers' lounges on each floor, numerous closets for
equipment and materials, and several administrative offices for support-
ive personnel. (The administrative offices for personnel, however, were
so few in number that assistant principals and supportive personnel
shared rooms.) One of two teachers' lounges was converted into an
audiovisual room, and closet space for supplies and instructional mate-
rials was lacking.
First Avenue, which constituted a main artery for traffic from
lower Manhattan entering the Bronx and Queens
,
was a dangerous inter-
section for the pupils crossing. School crossing guards were placed on
First Avenue to insure pupil safety. In spite of this precaution,
several pupils were hit by automobiles during the school year—the
great majority occurring after 3:00 P.M. This was attributable, poss-
ibly, to the fact that children crossing the street for various reasons
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unsupervised
,
darted in and out in front of passing vehicles without
paying attention to the red and green signals of the traffic lights
located at the intersection.
The 960 pupils who attended P.S. 146 were grouped heterogene-
ously in classes integrated on the basis of sex. They were further
subdivided on the basis of ethnic groups (or attempts were made to main-
tain an equal balance of Black, Spanish-speaking, and other children in
each class) . In addition, since girls generally achieved better,
academically, than boys, most of the higher reading and mathematics
test scores were held by girls. Classes were organized to include
girls with high test scores to balance academic heterogeneity.
The school had a variety of administrative, pedagogical, and
supportive services. The principal was the instructional leader of the
school, and was assisted by four assistant principals. Two of the
positions held by assistant principals were federally funded positions,
and two were funded by the New York City Board of Education. The admin-
istrative staff was completed by the inclusion of one administrative
assistant who had teaching status. The pedagogical staff consisted of
paraprofessionals in prekindergarten classes, kindergarten classes, and
third-grade classes.
The supportive services of the school existed as vehicles for
pupil and staff development. To improve pupil instruction and staff
participation there were a school librarian, a bilingual Spanish
teacher, two corrective reading teachers, and audiovisual aids coordi-
nator, a science specialist, four secretaries, and sixteen cluster
teachers. For pupil health and counseling, they employed a worker, a
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health counselor, a physical education cluster teacher, an attendance
teacher, and a speech therapist. Other supportive services were handled
by two paraprofessionals who served as family workers, the cafeteria
staff headed by a dietician which served hot lunches, and the custodian-
engineer and his maintenance staff which operated the physical plant of
the school.
Administrators, following Board of Education guidelines, sched-
uled the pupils of P.S. 146 to participate in citywide testing programs.
An analysis of the children's performance on the tests was used by the
Bureau of Reference, Records, and Statistics for planning ways of
improving instruction. In addition, a testing program for first-grade
children was in effect. All first-grade children were tested in Febru-
ary and in June. A diagnosis of the test results helped teachers to
plan experiences that hopefully would foster intellectual growth as well
as promote optimum academic achievement. The prekindergarten and
kindergarten teachers, in cooperation with the Bureau of Educational
Testing and Research, developed a Language Inventory Scale. The inven-
tory was used to evaluate the language development of children in those
grades and as a guide for planning a program of action to stimulate
optimum growth in the language skills deemed basic to beginning
reading.
The school program was scheduled from 8:40 A.M. to 3:00 P.M. for
all grades (1-6) . Varied plans were used in prekindergarten and kinder-
garten. Two of the six kindergarten classes were scheduled from 8:40
A.M. to 3:00 P.M. for children who had had previous nursery
school expe-
riences. Two others were scheduled from 8:40 A.M. to 12:00
noon, and
74
two additional ones scheduled from 11:30 A.M. to 3:00 P.M.
,
for chil-
dren with no previous nursery school experience; it was felt that chil-
dren without previous nursery school experience would not benefit from
a full day of instruction because their adjustment to school would have
been too drastic a change for them.
Of the four prekindergarten classes, two were scheduled from
8:30 A.M. to 12:00 noon, and two were scheduled from 11:30 A.M. to 3:00
P.M. on a deformalized basis with many "snack" and "rest" periods. The
children with Headstart experience were placed in the morning classes,
the remainder in the other classes. The working mothers of prekinder-
garteners and kindergarteners did have some opportunity for part-time
work. Some mothers arranged for the adjacent East River Houses to pick
up the children at dismissal time for continued supervision until the
mothers had completed their working days.
The organization of the More Effective Schools Plan by the Fed-
eral Government, the United Federation of Teachers and the New York
Board of Education, and the Joint Committee for Better Schools was
based on the premise that small class size, extra teacher time, and sup-
portive personnel should result in more successful instruction. In
More Effective Schools, the maximum class size was twenty-two children.
For each group of three classes (66 children) , four teachers were stipu-
lated, according to MES guidelines. These four teachers operated as a
team; they planned for the instruction of the sixty-six children
involved. Each of the teachers was given a forty-five-minute prepara-
tion period each day during the school day. In addition, one
period per
week was provided for all members of the team to get together
for joint
planning.
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Extra supervisory help was provided in each school by MES Head-
quarters staff. In addition, an administrative assistant was assigned
to do the clerical work, which would otherwise have occupied time of
the supervisors. The supervisors were expected by the MES Headquarters
administration to spend most of their time demonstrating successful
classroom techniques, assisting teachers in the classroom, and meeting
with groups of teachers to discuss present and potential improvements
in the program.
Education began with the four-year-old prekindergarten children.
The program was academic in that it was designed to build spoken vocabu-
lary. Experiences were provided to prepare children for success in
reading. Through songs, games, arts and crafts, activities, and exten-
sive neighborhood walks and excursions, the children were supplied with
a background in oral communication to help them adjust potentially to
written communication needed in succeeding grades.
The school had special classes for so-called "disruptive chil-
dren." These classes were conceived to help children with psychological
problems to improve their behavior, and at the same time to remove them
from the ordinary classrooms where they may have disrupted instruction.
These were called "Junior Guidance Classes," and were taught by licensed
teachers with backgrounds in special education. They were appointed by
the Bureau of Junior Guidance of Central Headquarters. One class was
organized on the basis of children being selected from grades two and
three; the other, on the basis of children being selected from grades
four, five, and six. Two teachers were assigned on the basis of recom-
mendations by administrators, guidance personnel, and classroom teachers.
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When, after parent-teacher counselor conferences, it was determined
that the children had made a satisfactory adjustment to their junior
guidance classes, they were returned to regular classes on the corre-
sponding grade level.
By special federal and city allotments, extra money was pro-
vided for materials and supplies, particularly modern audiovisual mate-
rials. All of the classes used the "urban materials," which depicted
children of minority groups in the context of an urban setting. In
those urban kits the illustrations included a pictorial accounting of
the contributions of various ethnic groups to the development of the
"American Way of Life." In addition to new monies, school budget allo-
cations supplied other monies for textbooks and other instructional
materials, selected on the basis of teacher-administrative conferences.
To stimulate greater community and parent involvement as a part
of the More Effective Schools Plan, a full-time Community Coordinator,
a licensed teacher with special qualifications in this area, was
assigned to the school by MES Central Control Headquarters. It was his
responsibility to help a cooperative and alert Parent-Teachers Associa-
tion in the school, and to conduct professionally scheduled workshops
with parents and teachers to try to promote understanding of the school's
goals and to elicit cooperation between school and home.
Although P.S. 146 had many services, its teachers still faced
daily encounters with pupils, parents, administrators, and other
teachers. Perhaps the human factor preempted the material resources
that were available. The essential factor of attitude, although some-
what altered by lack of comfort and convenience, was not affected
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greatly. Their four years of higher education seemed remote and unreal-
istic as many teachers examined their attitudes and beliefs as related
to others. One teacher said, "i came to teach here because it's close
to the Yorkville area in which I live. I have found it different from
anything my college professor told me about. Some of the teachers are
snooty, but the kids are great."
Some teachers, of all ethnic groups, failed to sensitize them-
selves to the needs of Black and Puerto Rican children. According to
one teacher, "They [the teachers] sit in the teachers' lunchroom and
comment on how they embarrassed a child into behaving by talking about
how he was dressed. While some teachers handled classroom challenges
unsuccessfully, others succeeded in establishing excellent rapport with
pupils, parents, administrators, and other teachers.
Some of the teachers used their leisure time to provide the
children with co-curricular experiences. One teacher escorted a seg-
ment of the children in her class to a children's ballet performance at
the Lincoln Center for the Performing Arts, as a means of giving the
children a firsthand knowledge of the ballet. Another teacher took a
group of children to a New York Mets baseball game on a Saturday. Both
activities might have been termed relevant, because in East Harlem
dance schools offered dance classes for children after school and on
weekends, and baseball was a very popular sport among those of all ages.
The fact that the school was located in "East Harlem" affected
teacher attitudes differently. For example, one teacher remarked that
when her friends heard that she was to teach in East Harlem they said,
It's a dangerous place to teach." She anticipated that her personal
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safety would be jeopardized by her continued presence in the community.
The fear of assault and other alleged occurrences disappeared as time
passed. No staff member of the school experienced any discomfort, at
any time, as a result of employment in the East Harlem community.
Teacher planning and preplanning were stressed through super-
visory inspection of planbooks and daily observations. In spite of the
fact that MES Central Headquarters staff made constant recommendations
that this technique for the in-service training of teachers be enforced,
this supervisory act was not reinforced by maximum cooperation. Thus
the differential between an order and its execution was hampered by the
teachers' own behavioral concepts regarding their roles and the expecta-
tions of the bureaucracy.
Practically every classroom was attractively decorated. This
was due to the fact that, earlier in the year, the district superinten-
dent and his staff had established emphasis on classroom decor. The
signs of classwork were evident. The bulletin boards contained samples
of the children's work; centers of interest were organized by teachers
and pupils; books were attractively displayed; and terrariums and sci-
ence equipment could be seen on tables in the rear of many classrooms.
An Inner City School at Work
Teacher grievances were handled through official machinery,
created as a result of collective bargaining between the Board of Educa-
tion and the United Federation of Teachers. In one case, Mrs. A and
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Mrs. D were both teachers in the school with several years of teaching
experience prior to their coming to P.S. 146. When a vacancy occurred
for the position of reading improvement teacher in the middle grades,
both teachers applied for the position. In the judgment of the princi-
pal and his assistants, it was decided to choose Mrs. D for the posi-
tion. Mrs. A filed a grievance, and after a series of hearings the
union and the district superintendent agreed that Mrs. D had the right
to retain the position. The issue was resolved.
Many times negative teacher-teacher interactions created situa-
tions that were practically unresolvable : since teachers worked in
"clusters" or teams, their time for conferencing was during their
weekly "cluster conferences." At that time they coordinated common
decision-making activities. In one case, Miss B and Miss M were part
of a cluster. Miss B was chronically late to relieve Miss M for her
preparation period. One day in front of the children Miss M angrily
said to Miss B, "You're so stupid and lazy you can't even get to my
class on time." Miss B promptly retorted, "How dare you insult me in
front of the pupils!" After a three-way conference, with the two
teachers and the assistant principal present, Miss B agreed to get to
Miss M's class on time, and Miss M agreed to be more restrained in her
anger. Both teachers seldom spoke to each other after that incident.
Although few negative teacher-administrative relations reached
that point of grievance, one such type of interaction did occur.
Miss C, a third-grade teacher, was accused by a parent of striking her
child in the classroom. When the parent consulted Mr. Z, the assistant
principal, he conferred with Miss C. The nature of the incident was
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not clear, so Mr. Z overlooked it. Several weeks later the same thing
happened. Another child was struck by Miss C, and this child's parent
complained. This time Mr. Z wrote a letter to Miss C asking her to
sign it for her file. This Miss C refused to do. Mr. Z placed it in
her file with a comment, "Refused to sign."
P.S. 146 had active formal and informal systems of communica-
tion. The formal system consisted of those policy directives imple-
mented by the professional staff on a hierarchal basis. They were
orders issued to command obedience, to inform school personnel, or to
innovate. The informal system consisted of those actions, based on
human interactions, for which no policy guidelines had been established.
Both the formal and informal organizations of P.S. 146 were in opera-
tion. In the case of the grievance between Mrs. A and Mrs. D, the
formal relationship established by the grievance machinery solved the
problem. There was a grievance procedure for internal conflict resolu-
tion. The outcome was legitimate according to preestablished guidelines.
In the conflict between Miss C and Mr. Z the formal relationship
was clear; although Miss C refused to sign the letter, the proper steps
had been taken by Mr. Z. However, in the case of Miss B and Miss M,
informally, no administrator and no machinery could have mandated that
the two teachers talk to each other. The human variable in informal
relationships was hard to govern, regulate, or direct.
According to Daniel Griffiths, "Formal organization is construed
to mean that system of roles which is arranged in a hierarchical manner
4
and officially established to perform one or more tasks."
^Daniel Griffiths, "Administration as Decision-Making," in
Administrative Teacher in Education , ed. by Andrew Halpin (Chicago: Uni-
versity of Chicago Press, 1958), p. 126.
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Normally, according to some educators, what was taught in inner
city schools was shaped by a variety of forces: the nature of the pupil
population, the administrative policy, directives from Central Headquar-
ters, some community participation, and some influence from community
problems. However, in P.S. 146 some of the same factors interplayed
more than others in shaping the school's curriculum. Approximately
forty-five percent of its pupils were Black, and fifty percent of its
students were Spanish-speaking. ("Spanish-speaking" was used instead
of Puerto Rican because, since approximately eight percent of the
Spanish-speaking pupils were of Dominican, Cuban, Panamanian, or other
Caribbean extractions, to have designated them as Puerto Rican would
have been a misnomer.)
As only approximately five percent of its pupils were of other
ethnic and racial strains, the greater number of Spanish and Black
pupils placed some emphasis upon the Afro-American aspects of curriculum
as well as upon the Spanish influence.
In 1967, under the regulation of Title I SEA Act of 1960, funds
were appropriated to this school's after-school study center programs.
The content of these programs was already determined by local school
boards in cooperation with principals and the community corporations
(local residents of a community who were elected to such corporations)
.
The community corporation of the school district of P.S. 146 selected
Spanish language instruction and Afro-Hispanic culture as additions to
the existing programs. The curriculum experiences of the school were
related to after-school activities. Reading, mathematics, library
skills, and homework study were the other subjects chosen. The Spanish
82
and Afro-Hispanic innovations were instituted because of demands by the
neighborhood Blacks and Spanish that learning these subjects would
help to lift the self-image of the pupils and help the pupils to learn
more about their own cultural heritages.
A bilingual teacher (Spanish and English) served the function
of acting as liaison between the Spanish community and the school. He
interpreted Spanish to teachers who had need to converse with non-
English- speaking parents, designed bilingual newsletters to be sent to
all parents, interviewed parents and pupils who spoke no English, and
acted as a facilitating agent between outside agencies and the community
and between the supportive services of the school and pupils.
The community coordinator, who was Black, served as a liaison
between the Black and Spanish community and the community at large. He
attended meetings, sent out newsletters to parents, and coordinated
cake sales and book fairs. The Annual Teacher Recognition Day supplied
the opportunity for the school community coordination to arrange for
social interchange between teachers and parents. On that day the
parents presented a Black and Latin "soul food" luncheon, at which ham
hocks, pigs feet, arroz con polio
,
and garbanzas and comidas criollas
were served to the teachers during their lunch hours
.
Teachers were encouraged to utilize the children's experiential
backgrounds as a basis for learning. One third-grade teacher described
how she taught mathematics through community resources offered by a
Puerto Rican child whose father owned a local grocery store:
Carlos' father owned a bodega on 106th Street between First and
Second Avenues. All of the children knew this. One afternoon
we visited the store to study food prices of various articles,
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foTthJ ^rblr\°f bei "9 3 9r0°er and Why dt was importantt e children to know mathematics. We studied the prices ofcanned foods, meats, frozen foods, and tropical vegetables and
ruxt and recorded the prices of various goods. The next daym class, the children cooperatively designed family food bud-gets, and compared prices in the local supermarkets with those
of Carlos' father's store. They evaluated the hot lunches
served in the cafeteria for nutritional value. Throughout the
entire process, they learned addition with carrying, multiplica-
tion, social mathematics, and critical thinking.
5
A sixth-grade teacher engaged in a social studies unit on occu-
pations that had received favorable publicity in the Amsterdam News , a
weekly newspaper published in Central Harlem. She invited Black and
Puerto Rican public officials to speak to three sixth-grade classes,
together, on the nature of their jobs, the skills and qualifications
necessary for carrying out the jobs, and on many other relevant sub-
jects. Among the featured speakers were former Bronx Borough President
Herman Badillo, of Puerto Rican origin, and a product of the New York
Public School system.
^
The classification and scheduling of instructional activities
were done according to what were diagnosed as individual subject and
skill needs. During individualized reading periods, a cluster teacher
taught basic reading skills twice a day to children who were two or
three years behind in reading. The same procedure was used for chil-
dren who were below grade level in mathematics.
The teacher involved used functional social mathematics fre-
quently. She very rarely used the mathematics textbook, and then only
for homework assignments. A concomitant learning from the excursion was
that the children brought in commodities from the grocery stores and
designed their own class grocery store for social and educational
activities
.
g
To provide a more comprehensive listening audience, the teacher
invited three other sixth-grade classes to the weekly event.
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The use of newer media in science education was recommended by
the science consultant of the District Office. All classes from grades
one through four had individual Tannenbaum Science Kits. The kits
provided specimens, apparatus, slides, telescopes, and other science
materials for the children to investigate science in their everyday
environment. The objectives of elementary science education, as formu-
lated in science courses of study, provided the rationale for using
Tannenbaum Kits.
A comprehensive reading program was employed to meet the needs
of the bright and average, as well as the slow children. Two reading
periods of fifty minutes each in length were scheduled for all classes
above grades one and two. Those reading schedules were carried out
only in the middle and upper grades, because, according to early child-
hood courses of study, the informality of instruction in the lower
grades obviated against scheduling independent activities for younger
children. The morning reading period was heterogeneous. In that period
the emphasis was upon the development of reading comprehension skills by
the use of textbooks, workbooks, and other materials on various grade
levels. The homogeneous period, or afternoon period, was so designed
that children were grouped according to reading levels. Here the empha-
sis was upon basic reading skills, phonics instruction, and vocabulary
building
.
A health guidance program existed. It was directed by a health
education specialist who attempted to facilitate the diagnosis
and reme-
diation of the health deficiencies of the children. The
health counse-
lor recommended children to the Guggenheim Clinic
for free dental care,
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to the school doctor for medical examinations, and to the school nurse
for classroom health tests. The health counselor assisted the health
education teacher in supervising three classes in the gymnasium during
daily periods of directed physical activities.
An Afro-American Curriculum Committee, composed of teachers
and administrators, stressed activities, programs, sensitivities, and
procedures to be used to stress the contributions of Afro-Americans to
the American way of life. The Committee's task during the early days
of the Committee was difficult to accomplish at work because some of
the teachers asked, "Why can't we teach the history of all minorities?"
The Committee explained to them that the Black problem was unlike that
of any other minority in America; therefore, emphasis was in keeping
with the rising tide of Black consciousness.
In view of the emphasis placed upon academic achievement in the
school and the use of staff and supportive services for meeting other
needs, trips were discouraged for classes in the upper grades. Trips
in those grades were taken only for special purposes, such as a unit
culmination, or the enrichment of a specific learning experience. The
rationale of the administration was not one to prohibit opportunities
for the children to broaden their horizons, but to presumably ascertain
the effectiveness of that learning experience as compared with those
experiences in school that could have been designed.
The number of available films, tape recorders, filmstrips, over-
head projectors, records, slide machines, and opaque projectors caused
great emphasis to be placed on the use of audiovisual aids as instruc-
tional materials to further educational goals. According to the
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principal, a variety of additional educational goals were formulated
that were germane to that particular school. For example, to provide
for a more concentrated acquisition of reading skills in grades three
and four, smaller groups for reading instruction in those grades was
one goal of the school.
Another important objective of the school was to heighten pupil
self-image. In most classrooms were seen bulletin board displays of
famous Afro-Americans or of famous Spanish-Americans
. Memoranda were
announced over the school's address system which pertained to those
television programs involving minorities who might have been of
interest to the children. Such celebrities as Harry Belafonte, Ossie
Davis, Tin-Tan-Tun, Cantinflas, Pablo Casals, and others were among the
many Americans with whom the pupils identified as they observed educa-
tional television programs in school.
Special events, special weeks, and special days were used widely
as a means of presenting to the children some educational experience in
which all could commonly share. When the Paper Bag Players, a traveling
group of comic mimes, or the Billy Taylor Jazz Quartet appeared, classes
were scheduled along longitudinal cross sections of the school to give
all the children who were within the maturity level of the scope of the
program to experience an enjoyable group situation. When several of the
Puerto Rican parents gave an assembly program on "Discovery Day," the
parents, the pupils, and the teachers in the audience sang the Puerto
Rican song "Que Bonita Bandera" to the accompaniment of bongos, gourds,
and maracas.
On solemn occasions, too, the entire school assembled. When
Martin Luther King was assassinated in 1968, a day of mourning in school
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was observed. One assistant principal sang "Precious Lord Take My
Hand," while another assistant accompanied him on the piano. The other
assistant principals arranged for a presentation of slides on the life
of Martin Luther King and the principal read the story of Dr. King's
life over a microphone. The entire school took part, in that two
assemblies were scheduled to permit all the children to see the program.
In this way the realities of life were experienced by those in the
entire school.
Through the mechanism of a Steering Committee—composed of the
principal, his four assistant principals, the administrative assistant,
a parent representative, three teachers representing the lower, middle,
and upper grades, and the chapter chairman of the United Federation of
Teachers—the problems of the entire school were discussed. Such prob-
lems as a change in reading objectives, a proposed school community
endeavor such as a book fair, or a course of action to be taken on a
local school board issue were described and analyzed, and courses of
action were formulated. In that way, through representative government
the opinions of all were possibly heard.
On matters of a more confidential nature, or on matters involv-
int the administrative supervisory functioning of the school as a unit,
the principal conferred with his cabinet. That group consisted solely
of the principal, his assistant principals, the administrative assis-
tant, and the president of the Parents Association. They met every Fri-
day morning from 9:00 A.M. to 12:00 noon to iron out difficulties
involving the daily operation of the school. Such matters as a change
in lunch hour schedules, the ordering of textbooks and instructional
88
materials, and the selection of personnel for instruct’
techniques were discussed. Inth - .
-"^evaluation
to implement school policy.
^ U"e relatl°nShipS Were d«i3ned
"* **"
“
ln tb.
school. The monthly staff ey conferences, chaired by the principalwere opportunities for ^ •
'
t the circulation of items of collective interestSUCh ^ ^ ~
— «
-ta regarding a new testing P, program toinstituted. m that situation, since all th t
the t t i a
teachers were present,
SS6minati0n °f « co»o„ interest was possible
Through the vehicle of monthly chapter meetings of the United
Federation of Teachers or
' ” emer9enCy
“***». matters of teacher
welfare—such as procedures for to. nacher evaluation and observation, com-
P amts involving the administration of the school, or matters of schoolpolicy as they related to teachers-were discussed. The meetings were
red by the chapter chairman; only union members could participate.
In addition to those activities involving pupils guided by indi-
vidual teachers or groups of teachers acting as individuals, the pupils
e school orchestra, glee club, newspaper staff, student council,
letic teams, and monitorial squads for assisting children in early
9 ades during lunch and snack times. They were afforded the opportunity
to participate in some of the school's decision making and administrative
matters, moreover, a special program, under Title I monies, was in opera-
Saturdays for the cultural enrichment of the pupils. In that
program, one teacher and two teacher aids escorted selected children by
bus on excursions of cultural value. They visited muse^s, concerts, and
special events of an educational nature, free of charge. Thus, New York
1
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City's vast resources became a part of the pupils' experiential back-
ground. Their experiential worlds had become larger.
Since the school was located amid varied economic patterns, the
economic levels of the parents residing in the housing units were
reflected among its pupils. The Franklin Plaza Apartments provided the
sons and daughters of professional Blacks and whites, Spanish and
others to the school. In that respect, it could have been assumed that
many of the children had an academic mastery of the basic subjects suf-
ficient for them to succeed in this school. Actually this was the case:
In 1968 out of 132 children in grade 4, sixty-seven were read-
ing one or more years above grade level as a result of the
administration of the Metropolitan Achievement Test in Reading
of April, 1968. Of this sixty-seven, thirty lived in the
Franklin Plaza apartments. 7
The Woodrow Wilson Apartments, a middle—income housing project
sponsored by the City of New York, housed the parents who were semipro-
fessionals, civil servants, and other private-salaried workers. Since
they were city housing projects, the requirements for admission were
specific and legal: a certain income level, one or both legal parents
or guardians living there, and character references. Although this did
not necessarily guarantee high academic levels on the part of the pupils,
it did imply family supervision and care, and a reasonable degree of
family stability.
A memorandum comparing achievement in Reading and Mathematic
tests was presented to the faculty. In that memorandum, scores for
grades two, four, and five were given. This had been established as a
districtwide policy by the district superintendent.
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The East River Houses, a low-income housing project under the
auspices of the Housing Authority of the City of New York, housed the
families of maintenance workers, nonclerical or clerical employees,
some civil servants, and privately-salaried employees. There again
housing regulations designated a job income ceiling and a job income
floor. References, family situations, and other matters were carefully
considered when a family applied for an apartment in the project. This
too, implied a degree of family stability and personal care of the
children.
The housing pattern was reflected in the personal grooming of
the children. The children from the tenements were mostly welfare
cases; they were poorly dressed, and some were neglected in appearance.
Many of these families did not live in the projects because of income,
family situations, and other reasons. According to Sidney Trubowitz
,
"Low state of living conditions makes an apartment in a housing project
something to fervently desire. This is indicated by the number of
parents who say they are trying to move into a project by the number of
applications to housing projects on which the school is asked to
comment."
8
The above named housing projects circumscribed the school into
a community of its own. Since the parents in the complex shopped in
the same stores, attended the same churches, attended the school's
Parents Association meetings, and met each other on the street, they
had, in an informal sense, lines of communication concerning each
g
Sidney Trubowitz, A Handbook for Teaching in the Ghetto School
(Chicago: The Quadrangle Books, 1968), p. 131.
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other and regarding the school. This made a favorable public relations
program in the school a necessity. An occurrence in school was trans-
mitted by nighttime throughout the small community. A disagreement
between teachers or an altercation between a teacher and a pupil had
swift, negative communicative value.
Some of the parents had strong feelings of pupil racial identity
fostered by localism. They questioned the value patterns of school
integration. Although the majority of the children in the housing units
attended the school, several children were bussed to P.s. 6 in Manhattan,
which was reported to have been the best public school in New York City.
When one of the parents of P.S. 146 was asked why her child was not sent
to P.S. 6, she replied, "Bussing my child takes her away from her family
and friends to a strange place. This would make her confused, she
would identify with different people and resent her family. She's my
child, not some white woman's downtown."^
In spite of the existence of school personnel for facilitating
school and community interaction, certain segments of the community
rarely voiced their opinions about the educational program of the
school. Some parents, because of their inability to speak proper Eng-
lish or their total inability to speak any English, felt insecure when
attempting to communicate with school personnel, and many would not come
Many parents felt also that bussing their children to white
schools in other neighborhoods would subject them to racial prejudices
on the part of the teachers, parents, and pupils in the receiving
school. In some cases such discrimination did happen. Various com-
plaints regarding discrimination practices in receiving schools were
reported to have been received by the Central Zoning Unit of the
Central Board of Education of New York City.
92
to school when summoned for one reason or another. One of the teacher
aides said, "I try to get some of the parents in my building (I live in
the Woodrow Wilson Houses) to come to school during Open School Week,
but they won't come because they're embarrassed because they can't
speak English well."'*' 0
The school interpreted its educational policies to the community
through various means. The Parents Association of the school had an
elected Executive Board who met with the principal on a monthly basis
and with the parents one Wednesday each month. During these meetings,
questions concerning the school program were discussed. The results of
the discussions were told to other parents, sent home in newsletters,
delivered by the pupils during the school day, or announced in Parents
Association meetings.
The community participated in the life of the school. In the
evening a basketball center was conducted by community workers. Games,
tournaments, and special events were scheduled. A summer morning aca-
demic program, a summer vacation day camp, and a summer Headstart Pro-
gram also took place. Special dramatic instruction by community groups,
meetings held by civic leaders in the classrooms during evening hours,
and some community school board meetings helped to round out the school's
calendar.
10
A variety of methods were attempted by the Parent-Teacher
Association and the administration of P.S. 146 to encourage the more
timid parents to attend school events. Generally, if a bilingual parent
accompanied the non-English-speaking parent to school, or the children
accompanied the more inarticulate parent to a school affair the parent
might attend the school's function
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The schools in the ghetto have functioned as if ghetto communi-
ties never existed. In many such schools, the middle-class teaching
personnel labored under the fruits of their teaching endeavors without
regard for the speech or ethnics of the pupils as factors in learning.
In some cases, superior teaching upgraded the achievement scores of the
pupils. In others, hampered by bureaucratic red tape and specializa-
tion, the creative energies of the teachers were dissipated into their
becoming adult "custodians." In the meantime, the executive hierarchy
of school administrators, safely ensconsed in downtown offices and
removed from the slums, retained their policy-making power which gov-
erned ghetto communities; still, the communities could not participate
in decisions concerning budget, personnel, and curriculum. Small
wonder that only few ghetto schools accomplished satisfactory results,
while the majority witnessed a steady decline in their efficacy.
CHAPTER IV
THE SCHOOL AND COMMUNITY IN CONFLICT
Strike Perspectives from an Inner City School
Traditionally, the educational establishment and its constitu-
ent professionals and administrative employees relegated community
participation to those activities connoted as simple and operative
functions of the Parents Association (P.A.) or Parents-Teachers Associ-
ation (P.T.A.).^ The parents responded to the schools' needs and the
schools continued to ride that treadmill. The politics of confronta-
tion as evidenced by the New York City's teachers strike, however,
disrupted that self-perpetuating cycle. The struggle for a nebulous
control and the filling of a vacuum of power that was created by the
abdication of responsibility by citywide parent associations and par-
ent-teacher associations, reverberated in public schools, such as,
P.S. 146, a nondemonstration school in Manhattan.
^A Parents Association consisted of dues paying parents which
functioned as an entity in its own right. The basic concept being
that parents and schools were supplemental to school activities. Par-
ent-Teachers Association consisted of dues paying parents-teachers and
administrators. It maintained a charter affiliated with its parent
body, the United Parents Association. Presumably it functioned as com-
plementary to the school's operations.
94
95
Public School 146, Manhattan, had a staff membership that
embraced various professional unions and various subbranches of indi-
vidual unions. The principals and assistant principals were members
of the Council of Supervisory Association (C.S.A.), a union of which
almost all of the school system's administrators and supervisors were
members. The school's supportive staff in the area of psychological
services belonged to their own branch of the United Federation of
Teachers (UFT ) . The paraprofessionals
,
classroom teachers and school
secretaries had membership in special branches of the United Federation
of Teachers, thus, a total of 97 percent having union membership; the
remaining few nonunion members consisting of three classroom teachers.
Although as a More Effective School, P.S. 146 owed its origin,
in part to the United Federation of teachers, its relationships with
the UFT was informal and almost noncommital as far as implementing
union directives was concerned. Its relatively isolated central loca-
tion in the Franklin Plaza Complex gave it its own special character.
The workmanlike atmosphere in classrooms, the silence in its corridors,
the somewhat peaceful relations with its immediate community made the
concurrent cross-conflicts between those of Ocean Hill and the United
Federation of Teachers seem removed from the concerns of the staff of
the school.
During the late spring of 1968, flyers appeared in the immed-
iate community from an unidentified source urging that "the community
support Rhody McCoy and the Ocean Hill governing boards May 9
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suspension of the thirteen teachers." At the same time community dis-
cussions on the various decentralization plans were being held at local
school board meetings. Several of the more ardent union teachers held
U.F.T. chapter meetings on the implications of the Ocean Hill crisis and
the various decentralization plans for those at 146.
On May 13, when Shanker threatened a strike unless the thirteen
teachers were reinstated, strike plans began to be formulated by the
chapter chairmen. The fact that the parents at JHS 271 in Ocean Hill
had blocked the entrance of thirteen teachers aggravated the fears of
those at 146. Alarm spread among the staff and during preparation per-
iods and lunch hour periods, the teachers discussed the pros and cons
of the crisis.
The union movement for concert in pro-strike endeavors coal-
esced when on June 12th, Shanker and his entire slate of "Unity Party
candidates were elected to the presidency and the Executive Board of
the UFT . Then, orders from UFT headquarters arrived at 146. UFT speak-
ers, sent from its headquarters, gave instructions about preparations
for a possible strike in the fall. Rumors circulated around the school
and in the community that a strike was inevitable.
On June 20, when McCoy sent dismissal notices to the 350 strik-
ing union teachers who supported the original thirteen dismissed, those
in the school assembled in small groups during unscheduled times, such
20ne of the school's paraprofessionals presented the flyer to
the principal upon her arrival at school. She received it on
her way
to school. It contained the text and no organization's
letterhead.
Its source remained unknown.
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as, before morning line-up and the start of classes to discuss the strike
potential. The principal and his cabinet met several times that week
to decide collectively or individually what courses of action to take if
a strike occurred. Administrators and chapter chairmen made various tel-
ephone calls to the CSA’s office for advice on what this parent body of
administrators and supervisors recommended regarding the matter.
In the meantime, the school and the community began a parting
of their ways. The more zealous union teachers exhorted that a strike
in the fall was inevitable. At the same time, the cry for "community
control" was echoed by some of the more militant Black and Spanish par-
ents. As union members practiced daily "honor picketing," community
groups began to hold meetings urging a takeover of schools if a strike
occurred in September. 3 Several of 146 ’s union members denounced the
union s behavior, attended community meetings and aligned themselves
with the community by joining committees. They called themselves "The
Citywide Coalition for Community Control 146." Other such anti-strike
teachers’ groups had been formed in other East Harlem schools.
School closed the last day of June on a somber note. The princ-
called a faculty meeting on that date and explained the gravity of
the situation. After a question and answer period, he distributed to
the entire staff the summer telephone numbers at CSA and UFT headquarters
Prior to the actual strike action, both strikers and non-
strikers practiced honor picketing or simulated strike picketing. That
took place each morning prior to 8:40 check-in time at school. The
pickets paraded in front of the school building with placards. Just
before the morning line-up honor picketing ended and the pickets entered
the school building for morning line-up.
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for obtaining information regarding the progress of the prestrike nego-
tiations between Ocean Hill, the OPT, the Board of Education and the
Mayor. Further instructions suggesting that everyone observe news tel-
ecasts, in late August and prior to the opening of school in September
were given. Everyone left with a feeling of uncertainty.
During the summer months while the majority of the Union's
teachers were vacationing, the community groups and the "Coalition for
Community Control" were mobilizing their resources in anticipation of
a fall teachers’ strike, Rhody McCoy, C. Herbert Oliver, Adam Clayton
Powell, Floyd McMissick and others addressed audiences on 125th Street
m Central Harlem, and other main thoroughfares in Black and Spanish
ghettos, advocating community control of Harlem's schools. Community
antistrike plans were being formulated in the Union Settlement House
and other community agencies in East Harlem.
After the Labor Day weekend
,
staff reactions to a strike pos-
sibility varied. Some teachers telephoned each other anxiously seek-
ing to determine who would strike and who would not; others were indecis-
ive as to which course of action to take; still others were uttering
that "due process" should be observed. VThen the delegate assembly of
the UFT voted for a citywide strike on the opening day of school unless
an agreement were reached covering the status of union teachers in all
decentralization districts, teachers at 146 began to hold private meet-
ings at each other's homes to await Shanker ' s final announcement follow-
ing the outcome of the strike vote of the general membership. On
Sunday, September 8, he made the announcement that the strike was on.
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On Monday
,
September 9 , three out of four administrators arrived
at 146, found several diverse groups assembled at the main entrance.
Twenty-seven nonstriking teachers were in one cluster, eleven militant
community leaders in another, parents and children still in another and,
across the street directly opposite the school without signs and without
actively picketing were the striking teachers. After an hour of conversa-
tion in quiet tones, the groups disbanded; the nonstriking teachers, par-
ents and children, the militants and administrators entered the school
building, the striking teachers left the area.
Within the school building, itself, preparations were made to
service the 350 children who had appeared for school that morning. (The
school's normal average daily attendance was 950 children.) Earlier
upon entering the building, all children had been taken to the school's
auditorium. There they were seated by grade levels and divided up
among the total number of nonstriking teachers present. Arrangements
were made by administrators, parents and community to feed that group
that was one-third of its normal complement.
For that two-day period (the two-day period of the first strike)
relative calm prevailed. Through a "silent agreement" reached by some
4
of the community militants, the administration and the striking teach-
ers there was virtually complete peace. (Two or three strikers appeared
^That group consisted of about twenty community residents con-
sisting of parents of children in 146 and community organizers affili-
ated with two community action agencies. Massive Economic Neighbor-
hood Development (MEND) and Metro-North, and other sympathizers. The
group consisted primarily of Blacks and Puerto Ricans. Its size and
composition varied from week to week.
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on Tuesday, idly stood in front of the school and left after all the
nonstriking personnel had entered the building.) Children were taught
subjects, fed hot lunches, and dismissed at three o'clock. (Although
two thirds of P.S. 146 's pupil population were at home or on the streets,
school was open.) Those children who did not attend school were riding
bicycles, and visiting other friends in the parks. For them, school
5
was neither opened or closed. It did not exist.
On September 10th, after the Union had reached an agreement with
the Board of Education for the return of the ten teachers to Ocean Hill,
the staff of P.S. 146 breathed a sigh of relief and returned to school on
September 11th. Several teachers were disturbed that they had not had
the opportunity to organize opening day routines, such as, room arrange-
ments, seating and other preliminaries. Otherwise, the spirit among both
strikers and nonstrikers was friendly.
Short-lived tranquility was disrupted for a second time: a dis-
turbance at I.S. 55 in Ocean Hill in which, union teachers returning to
Ocean Hill-Brownsville claimed they were intimidated, triggered the sec-
ond strike on September 13th. ^ Teachers at 146 reacted with mixed and
^Nonstriking teachers reported that generally the children who
attended "the struck school" were those who lived in the Franklin Plaza
Houses. By in large, the absentees were from the tenements and low-
income housing projects. Thus, the upper level of the school s achiev-
ers received some instruction while many of the probably underachievers
viewed it as an extension of their summer vacation.
Actually, all of the district's striking teachers had been told
to report to the auditorium at I.S. 55. There, McCoy told them to
report
to their schools at J.H.S. 271. The fact that the police had to
escort
the striking teachers out of the building caused the Executive
Board of
the U.F.T. to call for a second walkout.
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hysterical emotions. Some became exasperated, others became even more
obsessed with "due process" and others confused as to what cause was
just. Tempers flared and mutterings of "scab" and phony "liberal" were
heard.
For approximately a two-week period, September 13th to 29th,
the second strike dragged on. At P.S. 146, the reactions and proce-
dures were somewhat the same as those of the first time. More pickets
appeared m front of the school each morning; a few carried signs, and
a few mumbled greetings to the nonstrikers. However, the increase in
teacher picketing brought a counterreaction in the community. More
militant parents entered the school building and asked if their help
was needed. More parents became alarmed at the number of children not
in attendance at P.S. 146, which, although it had opened for instruc-
tion, contained empty classrooms.
On September 30th, due to an agreement reached by the Mayor,
the UFT and all other parties, the second strike ended. The striking
teachers of P.S. 146 returned to school. Cleavages then developed
within the staff; the striking teachers ate lunch together in the
cafeteria; the nonstriking teachers ate lunch together in one of their
member's rooms. In general, however, hostile feelings were repressed
as every school was as "normal as possible." Approximately seven
hundred children reappeared in school. Teachers organized instructional
groups and requested textbooks, workbooks, and other instructional
materials
.
The third strike on October 14th destroyed the positive rela-
tions that had managed to survive the first two. It was at this time
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that the custodians union entered the picture. 7 Their unexpected
partnership with the UFT-CSA bloc angered nonstrikers and community
alike, for they controlled school plant lighting, heat, and access,
three of the factors needed for human comfort in any building.
Autumn chill seeped into New York City around the middle of
October. Then the custodians made their unprecedented move. They
bolted all doors to most of the schools with locks and chains, and
removed all fuses essential for heating and lighting. That incident
i^fu^ri- cited nonstrikers and community and parents alike. An untimely
severe blow had been dealt to the cause of those urging "community
control.
"
At P.S. 146 the nonstriking administrators and nonstriking
staff, and the community joined in concerted action to reopen the
school. After having arrived and having found the school unenterable,
several of the parents climbed up the side of the building, removed
the wire-mesh grating protecting the windows, broke the windows, and
entered the building. Other parents obtained a lock breaker, broke
the padlocked school's doors, and opened them. Upon entering the
building they found that fuses for the electricity had been removed.
They did not know how to furnish heat for the boilers were in the base-
ment. The school building was open, but it was dark and cold.
The custodians union was independent, as a union, from the
UFT and the CSA. It was reputed that it was the most powerful of the
New York City unions. It never participated in previous teachers'
strikes. It was alleged that, due to lump sum salary payments to
custodian engineers, some custodians earned salaries higher than the
then superintendent of schools.
103
One morning a dramatic confrontation to underscore the need
for heat in the school building took place: on the fourth day of the
third strike the entire group of nonstriking personnel staged a sitdown
on 106th Street and First Avenue chanting, "We need heat for 146." All
traffic stopped. Police cars and foot patrolmen diverted traffic to
Third Avenue for two hours while this occurred; since First Avenue was
the only access road to the Third Avenue Bridge for commercial vehicles
entering the Bronx, that maneuver backed up traffic for approximately
a mile. At noontime, the demonstrators returned to the school building
and permitted the children to enter for obtaining cold lunches and
receiving afternoon classroom instruction.
Several community employees were instrumental in getting heat
and light for the school building on the fifth day of the strike. Their
services were enlisted through the help of some of the militant parents.
The custodial employees from one of the buildings in the Franklin Plaza
Complex purchased fuses to turn on the lights and started the boilers
for the heat. Each morning they furnished those services. They demon-
strated how to operate the lighting systems to parents who were sitting
in on an overnight basis. This was to prevent the striking custodial
g
staff from relocking the building. However, the custodial employees
from Franklin Plaza would check the boilers on a daily basis. Special
Throughout the strike nondemonstration district schools were
kept open by volunteers, parents, community workers, nonstriking sympa-
thizers and nonstriking teachers. Schedules were constructed to provide
staggered time intervals for relief shifts for those sleeping overnight
in struck buildings. The difficult and complicated task of opening a
padlocked building had left its impression.
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Board of Education licensure was required for operating boilers in a
school plant. The same license can be granted to custodial engineers
in large housing and industrial plants.
Violence occurred during that phase of the strike between
strikers and nonstrikers. One morning, after picketing and counter-
picketing by strikers and nonstrikers respectively, prior to the open-
ing of school, pushing and shoving occurred as picket lines collided.
Police were dispatched to the scene and police barricades were erected
to establish territoriality for both groups. Shouts of "scab,"
"bastard," and other epithets were hurled by each side as those picket-
ing marched in front of the school.
Physical altercations between community militants and striking
picketers occurred. During one such incident, a community militant
struck a picketer; other strikers called the police. When the police
intervened and grabbed one of the Black women militants wrestling with
<
a striker, several of the militants and the police engaged in a scuffle.'
The militants were arrested for "obstructing justice." Several months
later they received suspended sentences from a jury.
Anti-Semitism took precedence over due process at P.S. 146.
According to Naomi Levine, when the UFT disseminated leaflets throughout
q
According to a Black assistant to the principal who observed
the entire incident the following happened:
"I saw Mrs. X [the Black woman involved] sweeping the side-
walk toward the gutter; as she approached the curb the
strikers moved into her path. The pushing and shoving
occurred when the strikers refused to move out of the way.
She pushed one and the white policeman assigned to super-
vise the picketing attempted to restrain her. At that point
several of the militants started fighting with the policeman."
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the city putatively ascribed to Black militants, 10 and, added Miss
Levine, when Mrs. Ana Conigliaro, a Board member, marched with a black
coffin on which were two Menorahs, 11 and when an article in the November
issue of the Afro-American Peerless Forum demanding Jewish accountability
to Blacks appeared, the striking teachers of P.S. 146 characterized
the strike as having anti-Semitic overtones. It became a black-white
confrontation in their eyes. Although ninety percent of P.S. 146'
s
normal staff was Jewish, fifty percent of the nonstriking teachers were
also Jewish.
Throughout the third strike a small staff of thirty-five school
personnel serviced a pupil population which had swelled to five hundred.
As the strike dragged on four administrators, a cafeteria staff of four,
twenty-eight teachers, and thirty parents and community people opened
the school, provided instruction, and fed the pupils, emptied trash and
garbage, mounted sound trucks encouraging pupils to attend school, and
conducted overnight vigils in the building.
After many months of joy, hope, despair, hysteria, and chaos
the strike settlement was reached on November 19th; all of P.S. 146'
s
personnel returned to school. By that time feelings had hardened.
Striking and nonstriking teachers were at odds with each other. Some
12
verbal abuse of strikers by community militants happened. The
Naomi Levine, Ocean-Hill Brownsville Schools in Crisis (New
York: Popular Library, 1969), p. 77.
11
Ibid.
,
p. 81.
12
Some of the strikers were told by the militants that money,
job security, and lack of concern for the education of minority chil-
dren were the reasons that they had decided to strike.
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children, those in the middle of it all ri-i/i k,~+- t, ,r , did not know why their teachers
were angry at each other or with whom to place their loyalties.
A Chronology of Three Strikes
For decades educators have accepted racial segregation as being
compatible with democratic ideals. In the South Black children
attended all-Black schools from first grade through college, and white
children did likewise. No one challenged the legality of that concept
because m 1898, in the case of Plessy versus Ferguson, it was ruled by
the United States Supreme Court that racial segregation was legal as
long as public facilities were "separate but equal." That discrimina-
tion against Blacks manifested itself in the social as well as the edu-
cational aspects of American life. Blacks rode in segregated railroad
cars and in the back of segregated buses.
In 1954, in Brown versus Topeka, Kansas, the ideal of racial
segregation received a reverse jolt. The Supreme Court's ruling was
that "separate but equal facilities were inherently inferior." Racial
segregation was held to be incompatible with democratic ideals, and the
desegregation of the nation's schools became a major issue. School
systems in the South voiced angry objections to the potential social
dynamite that it inferred for them, and those in the North realized that
the time had come for their own soul searching. An expose of segrega-
tion in Northern ghettos occurred.
When boards of education in the nation issued policy statements
concerning possible options for desegregation in their public schools
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the exodus of whites from central cities to suburban areas increased.
In New York City, demonstrations against school integration that occurred
in Corona, Long Island, resurfaced in the form of antagonisms between
Blacks and whxtes. That type of confrontation resulted in whites' moving
further out to Nassau and Suffolk counties on Long Island, thereby cre-
ating segregated schools in the vacated areas of Queens.
In June of 1966 the focus of Black priorities shifted from inte-
gration to separatism and equality. Those issues were highlighted by
James Meredith's historic walk from Memphis, Tennessee, to Jackson,
Mississippi, in order to prove that Blacks could live unharmed in Missi-
ssippi. He was shot down, and the numerous Blacks, including Stokely
Carmichael, resumed Meredith's walk to its completion. Carmichael then
uttered the famous phrase "Black Power," and Black interests began to
swerve in the direction of self-determination.
The concepts of school decentralization and community control
merged at that point. Black resentment at "colonialism" and segregation
had dimmed Black commitments to quality, integrated education. If educa-
tion were to be of segregated nature, claimed the Blacks, then let the
Blacks gain the rewards reaped from controlling their own destinies.
Black children would no longer be scarred by racism and inferior teach-
ing. Several months later, in September of 1966, Carmichael's appear-
ance at I.S. 201 in Manhattan helped cleave the existing relationship
between Blacks for community control and whites for quality, integrated
education in New York City. As a participant in the demonstration
against the placement of a white principal in this Black and Spanish
school, symbolically he personified "Black Power" to the other Blacks
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involved. The drive for "community control" by the Black and Spanish
of Harlem echoed throughout the nation.
The I.S. 201 controversy was paradoxical in that it commenced
as one objective and ended in the opposite one. The parents and commu-
nity leaders at the school had been promised an integrated pupil and
teaching staff by the New York City Board of Education. When the Board
failed to follow through with its commitment the community representa-
tives demanded community control as an alternative. (An additional
demand made by that group was that a Black principal replace the Board-
appointed white one.) The Board's refusal and the UFT-CSA's interven-
tion intensified the conflict. The seeds of the teachers' strike of
1968 had been planted.
Although writers such as Martin Mayer, in The New York Teachers'
Strike, 1968
,
labeled the controversy as one strike, and then proceeded
13
to describe it as three separate strikes, in effect, three distinct
strikes took place. Each had separate immediate causes, each ended
with what was conceived as a conclusive settlement, and each furnished
psychic energies among the participants that produced, in turn, greater
anxieties. By the time of the termination of the last of the strikes,
chaos prevailed in much of the city.
The reverberations of the first strike started in July of 1967
when the Board of Education proposed the establishing of three experi-
mental districts in East Harlem, Twin Bridges in lower Manhattan and
Ocean-Hill Brownsville in Brooklyn. Those districts, in general, had
13
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powers to hire a unit administrator, participate in setting educational
policy, some control of funds, and at least one unit had the power to
fire teachers within citywide administrative limits. The UFT had
already functioned in Ocean Hill-Brownsville District to get rid of an
alcoholic principal and to establish More Effective Schools in that
area.
in September of 1967 the expansion of the More Effective Schools
Program issue attracted attention because it was a major demand of the
UFT in its contract negotiations with the Board of Education, when the
Board failed to accede to the union's stipulations, Albert Shanker,
based on an affirmative vote of the general membership, called the three-
week strike. As an aftermath to the strike, the union membership
increased to eighty-five percent of New York City's teachers; although
those who lived in ghetto communities resented the fact that the strike
had taken place at all.
Between November of 1967 and May of 1968 the issuance of the
Bundy report stimulated a rash of decentralization plans submitted by
various involved parties as alternate ways of decentralizing school
districts. The numerous by-products of due process, decision making
and accountability, and other propositions receiving various degrees of
emphasis depended upon agency or organization submitting such plans.
The UFT, CSA, PEA, Association of Assistant Principals, and others
sponsored their own versions of the Bundy Plan to gain legislative
recognition of their own thoughts concerning the matter.
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In May of 1968 the transfer of thirteen teachers and six admin-
istrators by Rhody McCoy, Ocean Hill's unit administrator, precipitated
the first strike. Although in that same month 350 teachers in Ocean
Hill walked out in support of the 19 transferred and the Legislature
adopted a modified Regents plan of decentralization, McCoy refused to
reinstate the remaining 10. The first strike took place in September
of 1968 when talks between Ocean Hill's governing Board, the Central
Board, the Mayor, and a UFT-CSA bloc broke down.
The second strike, on September 13, 1968, ushered in a different
issue from those of before: the use of terrorism. After the reinstate-
ment of the ten teachers, the union teachers in Ocean Hill-Brownsville
claimed that they were threatened with death, some of the Ocean Hill
militants pushed and shoved them, and that some community groups hurled
epithets at them at a meeting called by McCoy and his staff upon their
return to their schools. The significance of this episode lay in the
implications that if polarization of Blacks and whites had been strength-
ened, then through intimidation the unionists would have been forced
out by the district.
The issue of reciprocal obligations initiated the third strike
when Donovan reinstated the seven principals hired by Ocean Hill
Governing Board and reopened J.H.S. 271. The seven principals and
McCoy, ousted on October 8, 1968, after barring eighty-three teachers
from returning to Ocean Hill, could not, according to Shanker, have been
reinstated after having been relieved of their duties by the Superinten-
dent of Schools. That issue of unfulfilled commitments between parties
(Shanker and Donovan) appeared to Shanker to have been a violation of a
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mutual agreement. On October 14, 1968, the third (and longest) of the
three strikes began.
Throughout the three strikes a spectrum of issues, subissues,
problems, and enigmas prevailed; some overrode others at times. Vio-
lence and terrorism became fused with anti-Semitism. Polarization
assumed the forefront and submerged when actual ethnic ratios of the
participants in the Ocean Hill demonstration district were revealed.
The plain fact of the matter was that no one had a clear idea of the
a
-^~Perva^i n<? factors which interlocked during the three strikes.
Hysteria, pandemonium, and confusion created a "prismatic effect" by
the finale; fact was obscured by the strike images conceived through
exaggeration, misinformation, and misimpression
.
Ideologies, Personalities, and the Strike
The conflict over community control of public education dealt
a devastating blow to the aspirations of the liberal element of society
that attempted to solve urban social problems. Their philosophy
exhorted that differences between peoples should have been resolved to
create a harmonious society. Those ideals of egalitarianism became
deadlocked with countermanding thrust by Black intellectuals and commu-
nity leaders for the legitimization of their own communities and for
the recognition of their communities as organic entities. Thus, the
ideologic impasse had been created and their paths diverged.
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The conflict between the liberal commitment which had been mani-
fested during the New Deal Era and the Civil Rights Movement of the
1960's, created a dilemma for the liberals. Some shifted in opinions
from professional control of schools (or school reform) to a slight
proclivity for community control. Others conceived of Black demands as
being so negative in regards to liberal thought that they became immobi-
lized by the confrontation and made no commitment either way. They
maintained a fixed middle position. Yet others utilized the liberal
rationale of the universality of all men, and attacked concept of commu-
nity control.
The personalities in the teachers strike reflected all of the
above propositions and postures with regard to liberalism. They ranged
in occupations from high-powered education officials on the state level
to residents of the slums of New York City. They varied in experiential
backgrounds from union executives to labor mediators to classroom
teachers
.
Martin Mayer, in his book, introduced them in the format of a
14
"Dramatic Personae." Moreover, some importance of these characters
and their roles in this crisis can be attributed to how Mayer and some
other writers perceived the outcomes of the strike. Mayer listed
twelve characters in his book, whereas Marilyn Gittell, although not
using official listings, mentioned such organizations as the American
14
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Civil Liberties Union, and such participants as Albert Vann, administra-
tor of the Ocean Hill-Brownsville school district.'1' 5
Certain key people were names in some of the many periodicals,
books, and other literature regarding the strike that had been produced
since it occurred. Those most commonly listed were the focus of this
section. That list, however, included others who helped determine the
behavior during the strike of the antagonists and protagonists, thus
culminating in reactions to that sequence of events that were felt on a
citywide basis.
The infusion of political perspectives, community concerns and
professional commitments, permeated the numerous issues raised by the
strike from its beginning to its end. Its personalities were so
affected. The participating actors and their involvements furnished
seriality to the progression of the strike. Each practically repre-
sented a vested interest and a concomitant issue inherent in that
confrontation
.
Perhaps some validity to its beginnings with the augmentation
of personal involvements could be understood if reference were made to
role of the Public Education Association in 1967. At that time the
parents group suggested that more power be granted to local school
boards to relieve the Central Board of Education of some of its
entrenched bureaucratic powers. When the State Legislature promised
increased State aid to New York City if an effective decentralization
15
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plan could be submitted by December of 1967, Mayor John V. Lindsay
nanted the Bundy Panel under McGeorge Bundy, the new president of the
Ford Foundation to do the job.
After the release of the Bundy proposal, community and founda-
tion involvement synchronized, in that Father John Powis of the Church
of Our Lady of Presentation who founded the "peoples board of educa-
tion," received Ford Foundation grants through his church. He was an
active member of the Ocean Hill Governing Board, and supported both
McCoy and Oliver through the confrontation. Although the Ford Founda-
tion was criticized severely by the opponents of community control for
its funding of the three demonstration districts, its boldness in fac-
ing the urban educational crisis in contemporary terms helped to bring
the issues of community control and decentralization into educational
ventures came into question.
According to Martin Mayer,
The Ford Foundation which could easily have uncovered the
truth about the May 7 action of the governing board, released
a pending grant to Ocean Hill-Brownsville at the end of May.
... None of its large collection of big-time white advisers
ever warned the governing board that two can play at the game
of confrontation and that in any direct conflict with the
labor movement Ocean Hill would take a fearful beating. 16
The issue of union-social action programs conflicted with minor-
ity demands for automony in the actions of Albert Shanker, president of
the United Federation of Teachers, who had succeeded former President
16
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Charles Cogen (at that time a member of the Executive Board of the
parent body, the American Federation of Teachers). Shanker, an astute
union leader and articulate orator, guided the union through three
teachers strikes. As a civil rights advocate, his liberal record was
dealt a serious blow by this confrontation. Just previous to the strike
he had taken part in civil rights demonstrations in Selma, Alabama, and
in Memphis, Tennessee.
Internal dissension within the Ocean Hill Governing Board cre-
ated a schism among some Blacks in the community regarding power,
status, and community representation. Assemblyman Samuel D. Wright was
a lawyer, inhabitant of Ocean Hill-Brownsville area, and chairman of
the School Board which replaced the original governing board of Ocean
Hill. He was defeated by Reverend Oliver for the chairmanship of the
Governing Board. He became later an opponent of McCoy and Oliver and
called for new Governing Board elections.
Community leadership from all levels provided the thrust toward
community control. A newcomer to the community received national publi-
city as a result of his participation in the crisis, in the person of
the Reverend C. Herbert Oliver, chairman of the Governing Board of the
Ocean Hill-Brownsville Demonstration District. A Baptist minister, he
had worked with the Southern Christian Leadership Conference while in
Alabama. He provided the leadership as chairman which prodded the
union into confrontation. Even after the district was officially merged
into District 23, Brooklyn, he refused to accept the new school board as
being the official one.
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The foremost educational official who urged community control
was the unit administrator of the Ocean Hill-Brownsville District.
Rhody A. McCoy was an experienced administrator in the New York City
public school system. He served for eighteen years as a teacher, commu
nity worker, and principal of a school for emotionally disturbed boys
on New York's Upper West Side. Throughout the strike he maintained his
composure and guided his administrators, teachers, and community partici
pants. Although Ocean Hill-Brownsville became absorbed into school
district 23, Brooklyn, the innovations in the classrooms of Ocean Hill-
Brownsville were still praiseworthy.
The personal commitment to two opposing goals was personified
by Dr. Kenneth Clark, president of the Metropolitan Applied Research
Council, full professor of psychology at City University, clinician at
the Norths ide Center for Child Development, and member of the State
Board of Regents of New York. He fought valiantly to promote integra-
tion in the nation's public schools, espoused quality integrated educa-
tion in New York City's public schools and actively sought solutions
to the school strike. Yet he advocated community control and, at the
same time, was responsible for the legislative defeat of the bill to
create an independent Harlem school district.
The previous strategies for school integration of the early
1960 's proved difficult to utilize as background information for the
dealing with the teachers strike. One person to whom this pertained
was John M. Doar
,
former Civil Rights Division Chief under the Depart-
ment of Justice, and then president of the Bedford-Stuyvesant Restora-
tion Corporation of Brooklyn. Highly successful in Southern civil
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rights strategy, his honesty, integrity, and quest for objectivity as
president of the Board of Education caused him to take the stand that
both strike settlements were unsatisfactory because they solved nothing.
His sincerity might have been mistaken by some as naivete.
Mayer stated: "Meanwhile the Board of Education had elected
John Doar its new president, and Doar had made a few statements which
seemed to mean that the Board was honest-Injun going to try to break a
strike by the largest union local in the United States. The response
from the labor movement—taken without even consulting Shanker—was
quick . "^
The opposition that became part of the establishment itself was
exemplified by the Reverend Milton Galamison, pastor of Siloam Baptist
Church in Brooklyn, who had led many civil rights demonstrations and
school boycotts in New York City. As vice-president of the Board of
Education, he personally opened "struck" schools to permit nonstriking
administrators, teachers, and pupils to enter the school buildings.
During the struggles for school integration in the early 1960 's between
the opposing Parent and Taxpayer Organization and Reverend Galamison'
s
Harlem Parents' Committee, he and his group staged "sit-ins" at
110 Livingston Street to highlight the need for quality integrated
education.
Perhaps the ideal of hard-nosed administration and professional
education was Dr. Bernard Donovan, Superintendent of Schools, who was
a former New York City school teacher, chairman, administrative
17
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assistant, and deputy superintendent of schools. Thoroughly conversant
with the bureaucratic nature of the New York City public school system,
hrs administrative efficiency and sophistication regarding the dispu-
tants in the strike created difficulties for him. The CSA-UFT Board
members and the community, between them, made opposing demands upon him
How the centrifugal pull of municipal politics exerted upon one
politicain can almost ruin his political career was demonstrable in the
case of Mayor John V. Lindsay, New York City's imaginative chief of
state. He idealistically attempted to realize maximum participation
by the community residents in the governance of their schools. Due to
the sharp antipathy of labor unions, an unfamiliarity with New York
City's public schools' politics, and strike antagonisms, he summoned
the New York State Commissioner of Education to help resolve the
confrontations
.
When anti-Semitism emerged as a critical issue many liberal
Jewish leaders who were somewhat sympathetic to community control began
to have reservations concerning the meaning of community control.
Leslie Campbell, a vice-president of the African-American Teachers'
Association, former teacher at J.H.S. 271 in Ocean Hill and "Black
Power" advocate, helped the union's charge of anti-Semitism in Ocean
Hill by the reading of an anti-Semitic poem over radio station WBAI-FM
(which was written by a fifteen-year-old girl student) . He was linked
with anti-Semitic literature distributed throughout New York City which
was assumed to have been printed by Black militants. (According to the
American Civil Liberties Union's report, the UFT distributed the
largest amount of anti-Semitic literature throughout the city.)
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One of the most pivotal figures in the termination of the
strike was an education executive of New York State, Education Depart
ment. Max J. Rubin, a member of the State Board of Regents. He had
been president of the Board of Education of the City of New York. A
lawyer by profession, he had served on various committees to improve
education in New York City prior to becoming Board president. As a
friend of Albert Shanker, he was able to assist Commissioner James
Allen m finding a suitable strike solution. Martin Mayer mentions:
Max Rubin, surveying the situation with experience as well
as distaste, called Allen with the idea that finally produced
the ^settlement—an independent instrumentality without the
political (or social) interests or obligations of the public
officials, which would be created strictly to maintain the
rights of the teachers in the New York schools, and which
he empowered to close any school where these rights
were violated. 18
As an effective arbiter and official of the New York State
Education Department, Dr. James E. Allen, former United States Commis-
sioner of Education and Commissioner of New York State, long experi-
enced in school desegregation cases in New York State, patiently
observed the various strike crises as the disputants tried vainly to
solve them. Finally, he conceived a satisfactory strike settlement
arrangement which ended the strike.
In such a depressing environment as Ocean Hill, the combination
of events and personalities produced a confrontation that caused a
powerless, apathetic, slum community to become a setting for violence.
18
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provocations, and intense community conflict. Its effects were felt
from one large urban center to another. An unknown, neglected slum
became the subject of discussions by urbanologists and educators
throughout the nation.
It was an area of the city that can best be described as remi-
niscent of a war-torn bomb-devastated area. Abandoned buildings,
vacant lots, deteriorated tenements, and garbage-littered streets gave
it an unhealthy appearance. According to Mayer, "Ocean Hill is a
border area between the slum districts of Brownsville and Bedford
Stuyvesant, some miles out from Downtown Brooklyn." 19
The physical appearance was discouraging in relation to demo-
graphics. Mayer related that
Less than a fifth of its adult population was born in New
York City. Less than a third completed high school, only
two-fifths have lived in the area as long as five years;
more than half of the households subsist on less than
$5,000.00 a year; about 70 percent are Negro, about 25 per-
cent are Puerto Rican. 20
The welter of confusion that emanated from the roles of the
various personalities involved in the strike remained paramount to the
event itself. In the crosscurrents of dialogue, meaningful dialogue
was absent between the various actors ; the hidden and public agendas of
all parties bewildered those in the various neighborhoods of New York
City. Since no strong central personalities were continually in
19
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evidence during the confrontation, it was not surprising that most
minority parents and community activists adopted a scornful attitude
toward all involved in the leadership of the strike finale. The impe-
tus for greater community participation and involvement had been given
an added boost.
The Strike Settlement—Its
Urban Relevance
/
The school strike had ended with decision consensus although it
had started with sharp disagreement. The number of involved parties at
top level had multiplied by the time of the termination of the strike.
What began as a struggle between the UFT and the Ocean Hill Governing
Board, or middle-class reformism and the educational thrust of the poor
for power
,
ended with a broad political, social, and economic spectrum
of interests represented as arbiters determining its outcome. Civil
rights leaders such as Whitney Young, Jr., labor organizers such as
Harry Van Arsdale, labor mediators such as Theodore Kheel, State educa-
tion officials such as Dr. James Allen, Central Board of Education's
President John Doar, Mayor John Lindsay, and many others eschewed delay
in ending that conflict.
The terms of the contract that halted the conflict reflected
some of the fundamental issues of merit, due process, decentralization,
and education that had been bandied back and forth by all parties to the
s-trike. Three principals in Ocean Hill were returned temporarily; a
State trustee was appointed to administer the unit, all UFT teachers
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were reinstated with their written assignments, teacher safety and
rights commission was established, the Governing Board was to remain
temporarily suspended, McCoy was to hold office on a probationary
basis, rulings could be appealed, and ten full days plus forty-five
minutes a day were to be added for fourteen weeks. The last provision,
called pupil "make-up time," provided instruction for those pupils who
had not received the normal amount given during the school strike.
Although the Reverend C. Herbert Oliver, Rhody McCoy, and
others of Ocean Hill expressed displeasure at the terms of the settle-
ment by labeling the negotiations as a "sellout," they had made an
invaluable contribution to urban education. They had instigated on the
part of the poor a movement for democratic participation in public
education through decentralization. They had uncovered the concealed
political mechanisms that had directed bureaucratic energies into con-
structing technicalities that had been inhibiting Black and Spanish
educational and social progress.
The synthesis of the efforts of professional and public parti-
cipants proved productive and practicable. Of the three demonstration
districts conceived with an undefined delegation of powers and resources
from Central Headquarters, Ocean Hill recruited, with professional and
public counsel, administrators from various ethnic and racial back-
grounds. Several Blacks, a Puerto Rican, a Chinese, and a Black princi-
pal who practiced Judaism gave its educational administrative hierarchy
more democratic representation. At the same time, the employment of
paraprofessionals from those communities in demonstration schools, added
an indigenous component which reflected actual public involvement.
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The experience of the demonstration districts showed that commu-
nity control did not alienate professionals, but expanded their scope.
It enhanced their professional growth and involvement. The continued
participation throughout of the university personnel, foundation consul-
tants, community leaders, and Ocean Hill staffs in joint efforts united
the public, the community, and the professionals as one team. The
alienation and antagonism that many believed would develop between pro-
fessionals and public participants had not materialized.
The consolidation of strategies by the UFT and the CSA repre-
sented an almost totally white concentrated power bloc that launched an
all-out attack to demolish community opposition to its program. The
CSA, which boasted a membership of 10,000 administrators, publicly
opposed community control on the grounds that it hastened further munic-
ipal chaos and corruption. The UFT, with a membership of 50,000,
favored decentralization in its publicity, but sought to destroy commu-
nity control at all costs. Both unions lobbied in Albany for legisla-
tion that would scuttle Black and Spanish attempts to participate in
ghetto education. They urged legislative limitations on the degree and
quality of public participation contained in the various school decen-
tralization proposals.
Certain long-range gains of great consequence were made by the
UFT: the Union was granted $500,000 for the recruitment of teachers and
other personnel matters, and it was penalized $250,000 for a violation
of the previously invoked Taylor Law, outlawing strikes by State and
municipal employees. In spite of that penalty, the union still gained
$250,000. The question to be asked was what disposal was to be made of
124
that amount? Another concession made by the Central Board was the
union's right to institute the agency shop-~a feature in which nonunion
as well as union teachers would pay dues to the union through a dues-
checkoff system after any other municipal union had initiated it. Last,
the union was permitted by the Central Board to sit in on teacher fit-
ness hearings conducted by the local school boards in the various
communities
.
There were some less obvious gains made by the community: they
learned that the custodians, teamsters, supervisors, and other labor-
affiliated groups would rally together when they assumed that Blacks
threatened their own established status. A threat imposed potentially
because community control to some meant that decentralized community
school boards would hire Black and Spanish custodians and would nego-
tiate contracts with neighborhood merchants for textbook purchases,
instructional materials, and supplies and equipment. It meant that a
portion of the one-billion-dollar-a-year New York City education budget
would have to be shared with the community; the community also learned,
in capsule, the mechanics of plant operation. They found out that the
administration and supervision of a school building involved certain
legal responsibilities which were previously unrecognized, for example,
a #9 license is needed for firemen to operate a boiler in a school
plant
.
In spite of the magnitude of the strike, amplified by fear, mis-
trust, and exaggeration among whites, Blacks, and others, the steady
confrontations involving the three Demonstration Districts and their
combatants charted the course of the strike's unpublicized confrontations
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elsewhere in the city. These, in some instances, involved a quantita-
tive violence that equalled or surpassed the violence of Ocean Hill.
After all, the number of regular public schools in New York City
totalled about 867, whereas the three Demonstration Districts consisted
of approximately thirty-six schools. The mass media gave very little
publicity to schools other than those in the demonstration districts.
Yet those schools were in the majority.
The interpersonal relationships among teachers and supervisors
in many of the individual schools changed. In some cases it involved
striking and nonstriking whites. In others it crossed, possibly, racial
lines. Personally, this writer knew of a Black woman who was a candi-
date for the license of assistant to the principal in the junior high
school. In the evaluation of her work record she was failed as being
uncooperative by her principal. It was she who opened the "struck"
school. It was he who, in concert with the custodian, had padlocked
the school's doors.
After the strike settlement many of the individual teachers and
supervisors who were involved in opening "struck" schools were left
unprotected and at the mercy of the union. Harassment of nonstriking
teachers occurred and continued long after the strike settlement was
reached. According to Mayer:
There probably was, and is today, as much harassment of non-
striking teachers by U.F.T. members as there has been of
teachers on strike by parents and community representatives.
Many teachers who continued to teach during the strike,
including Bernard Donovan's daughter, doubt they will be able
to remain in the schools. 21
21
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New York City as a cultural, social, and intellectual center of
the world contained, among its myriad economic resources, those
resources capable of producing instantaneous publicity regarding the
strike: the method of diffusion of information used by the mass media
raised tension levels in New York City’s ghettos and suburbs. Readers
of newspapers and periodicals and televiewers gained the impression of
a more violent strike than the one that actually happened.
Many different books and articles in various periodicals gave
different accounts of the strike. Style and writing skill were used to
create certain strike images to the public. Other writers used chronol-
ogy as a focal method of emphasis. Mayer used a mixture of the two
techniques. In his book he stated: "Meanwhile, a group of social
workers and parents affiliated with Brooklyn CORE and with the emerging
council against poverty and lead mostly by a lean and hungry worker
priest, Father John Powis ... to plan the liberation of the area from
the heavy hand of the citywide Board of Education." 22 Mayer's alluded
dismay with some of the strike's episodes came through where, concerning
the Board of Education's meeting on Friday, October 11, 1968, he refers
to it as "more like a permanent crap game than a session of an efficient
23body.
"
Earlier in this chapter, when he referred to the participants
from the Ford Foundation and their involvement with Ocean Hill-
Brownsville, Mayer gave slanted perspectives. On the one hand the
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allusion was created that a Ford Foundation conspiracy existed, when
in reality the Ford-funded Bundy report as originally designed was
never implemented by either side. When it was suggested by the Bundy
panel that labor be included on its membership, Mayer commented without
substantiation that Mayor Lindsay had negated the recommendation. "It
is said these days around the Ford Foundation, truthfully or otherwise,
that Bundy wanted a UFT representative on his advisory committee and
0 Athe Mayor vetoed it."
In the mam, however, Mr. Mayer's chronology and his accuracy
were complementary. He traced the strike's origins from the year
1966 when the Ford Foundation and the UFT conferred on the removal of
an unwanted principal at J.H.S. 178, Brooklyn, in 1968. When the entire
three strikes occurred, Mayer showed an intimate knowledge of various
details relevant to the strike and documented them by supplying actual
dates, times, and hours of occurrence. This method of presenting
evidence throughout, although not all-inclusive, at least gave coherence
to his treatment.
Naomi Levine's account, entitled Schools in Crisis
,
was a super-
ior treatment of this critical event. She maintained a seemingly
incredible objectivity, in spite of the difficulty required to obtain
clarity regarding the fundamental as well as superficial issues inherent
in the strike. She cited many of the questions raised by decentraliza-
tion: "What can be done about the present unmet needs of slum children
for the kind of schooling they must have to escape the vicious circle
24
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of poverty, neglect and ignorance?" 25 She provided rhetorical questions
for thought: "Is decentralization an effective answer? Does it provide
genuine educational advantages or is it merely a method of redistribut-
ing political and economic power? Can it be achieved without anarchy?
Does it institutionalize racial segregation?" 25
Miss Levine’s reference to decentralization and anarchy obvi-
ously pertains to the I.S. 55 and J.H.S. 271 incidents mentioned earlier
m this chapter. In her comprehensive treatment of a complicated affair
she injected her own attitudes concerning control versus extremism when
she said:
The repeated disregard of the strike settlement by the leaders
of the Ocean-Hill governing board and by Mr. McCoy himself and
their rejection of the law as something written to protect the
monied white power structure, have caused deep concern among
those who still believe in the orderly process of government.
Perhaps most significant is the fact that many New Yorkers,
including educators and other serious students of decentraliza-
tion, are now persuaded that local control does open the door
to the influence of extremists. ... 27
Whsther local control opened the door to the influence of extrem-
ists was debatable; some experts of social conflict believed that it did
automatically. Others asked for a definition of the term "extremist."
How extreme was "extremist"? Anti-Semitism, a major issue that erupted,
nursed the strike-hardened feelings between some Blacks and some Jews.
It was in that stage of the conflict that the potential for violence
threatened to flourish most. The extent to which it actually existed
Levine, Ocean-Hill Brownsvi lle Schools in Crisis
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could never be ascertained, but its mention caused many to stir
restively.
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Even though the largest white group in the city supporting
decentralization was the Jewish sector, and the school staffs of New
York City were predominantly Jewish, the flurry of leaflets distributed
containing anti-Semitic statements distressed the entire Jewish commu-
nity. Although the Governing Board of Ocean Hill disavowed any connec-
tion with the materials distributed, its claims were discounted, since
some of its teachers were controversial. Among them was Leslie Campbell
who transferred into Ocean Hill from Central Harlem because of diffi-
culty there and was accused of encouraging anti-Semitism and antiwhite
feelings in J.H.S. 271 throughout the entire strike.
In sum, no actual inquiries or investigation disclosed wide-
spread anti-Semitism in Ocean Hill. It was not a hotbed of anti-Semitic
activity. There was more evidence to the contrary. The issue of anti-
Semitism was part of many major and minor issues interlocked so tightly
with each other that for anyone to extricate them would have been impos-
sible. Probably to many whites, the rehtoric of violence, as stated by
some militants in Ocean Hill, and the anti-Semitism, by others, in the
confusion became imperceptibly merged into a concept of potential anti-
Semitic violence.
Ghetto communities experiencing financial strains induced by
unemployment, subjected to exploitation by crime and corruption, and
ravaged by a host of these evils counterreacted in various ways. Some
residents sublimated their inner tensions through church activities,
spiritualism, and other vehicles for maintaining a healthy outlook amid
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despair. Others in the ghetto ventilated their ideas and feelings to
waiting audiences.
The conditions in the ghetto set the stage for agitators and
professional opportunists to perform for listening ears. On various
occasions during the strike some "militants" caused strikers discomfort;
yet they overthrew no municipal governments; nor did they bomb any
police precincts. They entered the controversy as unknowns
,
shared the
spotlight for a time, and disappeared. Being alien to Ocean Hill, their
effectiveness in violent acts was questionable from the beginning.
Coleman suggested that as controversy developed new leaders emerged.
These leaders gained status in partisan organizations which opposed the
main organizations because they were rarely identified with the commu-
nity itself before the opportunity for extremism by them lent itself to
. .
28
crisis.
The racial polarization caused by the strike generally had two
faces: it pitted Blacks against Jews and Blacks against whites.
Reflected in the teaching as well as in the administrative ranks, it
found Black and white educators who took opposing sides on the strike
confronting each other daily with either unpleasantness or strained
civility. When the CSA supported the UFT's stand and abandoned their
schools, the Black administrators voluntarily replaced them. The New
York Association of Black Supervisors and Administrators voted to enter
the schools in support of community control. As a result, practically
all of its members conferred with parents, broke into their school
28
Coleman, Community Conflict, p. 12.
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buildings which were locked by custodians, and in general administered
and supervised the "struck" ghetto schools.
The strike crippled public school operations on a citywide
basis; however, it did not hamper operations in every school throughout
the city. The Demonstration Districts' schools were open, as well as
those in Central and East Harlem, and other ghetto communities. Some
assistant superintendents, at the Central Board's direction, ordered
their schools opened, while others, although feigning compliance with
the mandate, actually did very little to assist the nonstrikers. How-
ever, many of the striking teachers struck simply because they were
members of the UFT. They were not uncertain as to the meaning of "due
process," and disbelieved the issue of anti-Semitism. At P.S. 146
several strikers crossed picket lines and resumed teaching during the
third walkout, while others telephoned nonstrikers, stating that only
compliance with the majority vote of the general membership kept them
out.
The argument for "due process," as advanced by the striking
teachers, was based on the fear for job security. Many teachers felt
that if ten teachers could be "fired" (or what they meant by fired)
without reason, then they themselves could be subjected to the same
/
treatment. Actually, strong job security guarantees had to be a parcel
of community control. Vested pension rights and early retirement plans
(twenty years of service) should have been stated for teachers reluc-
tantly working under community authority to enable them to leave peace-
ably when they desired to.
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When the Governing Board of Ocean Hill hired the seven princi-
pals, the UFT charged that "promotional opportunities" and "merit"
were being abolished (although the dearth of minority Black and Spanish
administrators in New York City at large refuted the effectiveness of
both). However, the changing nature of the times and the fact that
community control only reduced white promotional opportunities and did
not eliminate them, helped to support community attitudes toward rede-
fining merit and "promotional opportunities."
When the teachers struck few realized intuitively that, as part
of the white middle class, they were struggling for control and the
leadership of schools in poor, nonmiddle-class neighborhoods. This
battleground, sociologically, belonged to the poor. At the end of a
strike day the strikers returned home to their own middle-class neigh-
borhoods. The smokescreen of teachers' rights and job security was
devised by the UFT and the CSA to maintain power, control, and protec-
tionism for its civil service constituents.
Unions in general were fearful of fragmentation due to commu-
nity control. Actually, American history has showed that unions were
most effective when fighting numerous employers. Their maintenance of
public support against state governmental retaliation could have been
engendered by a concentration on a few neighborhoods instead of on an
entire city. However, unions and communities should have negotiated on
union values regarding hiring, fringe benefits, and tenure rights
beforehand; concessions by both were necessary.
The economic overtones of the strike, although hardly mentioned
by any of the parties, exerted influence on its outcome. Many public
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service unions and commercial contractors were members of the Central
Labor Council of New York City, an ultrapowerful segment of New York
City politics headed by Harry Van Arsdale. The contractors were
afraid that community control would mean that neighborhood vendors
would replace them in the contract process with local community boards.
The likelihood of such fears' being realized was slight, since the
number of new contractors available would have been so few that the
citywide contractors would have maintained their neighborhood bases
anyway
.
The powerful union triumverate of the UFT
,
CSA, and the Central
Labor Council saw decentralization as a threat to their power and
interests. Coupled with Mayor Lindsay's support of the decentralization
plan .adopted by the State Legislature and the Board of Education's
weaker version of community control policies, the three unions' solidar-
ity was directed toward administrative decentralization, not community
control. Consequently, decentralization without power diminished the
role of the community in public policy processes. The unions had
enervated decentralization; thereby community control was delayed.
The failure of the municipal and educational authorities of
New York City to pursue actively and vociferously the benefits of a
total school decentralization plan weakened the political efforts of the
few who favored it. The experimental demonstration school districts
should have included all of New York City's thirty-two school districts
immediately after the decentralization plan of the New York State
Legislature had been ratified. Had such decentralization taken place
on such a larger scale, according to Dentler, the hostile CSA and UFT
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would have had a larger number of targets as the focus for their
attacks and a greater geographical distance to cover. 29 In addition,
the mobilization of widespread potential support for community control
would have been made possible because the procedure would have involved
more ghetto population and more community demographic subunits.
Federal officials and communities throughout the nation kept a
watchful eye on the progress of the three strikes. After such observa-
tion and the strike settlement some proceded toward school decentrali-
zation in a cautious circumspect manner, for example, Philadelphia,
Pennsylvania. Others adopted varying degrees of community control, like
Washington, D.C. Still others maintained the "status quo" or adopted
a wait and see attitude. Many of the advocates of community control,
in turn, looked toward the national government for support in endeavors
for economic community development. In 1969 Harlem COPS sponsored com-
munity self-determination legislation to assist communities in estab-
lishing a community controlled banking system that would develop new
industrial resources in that community.
The role of foundations as funding agents for community groups
and minority group ventures has been questioned. In 1968 George Wallace
implied that tax exempt foundations were subverting the nation.
Although many foundations in the North had underwritten Southern voter
registration and Blacks without criticism, they incurred Northern
wrath for funding Northern community control groups. The Ford Founda-
tion, notable for underwriting the New York City Demonstration Districts,
29
The New York Times, September 24, 1968, p. 42.
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was attacked bitterly on all sides. Yet how many foundations had the
initiative to try such a bold venture? Most foundations quietly allo-
cated money for research that affected the minorities only indirectly.
Maybe foundations, with the exception of Ford, could not have demanded
that the schools accomplish decentralization mandates, but they could
have eased the transition toward it. Urban educators should have
understood the implications of the behavior of foundations in public
controversies in greater detail.
In Washington, D.C., the officials of its school system set
up a special projects division to work closely with community groups
interested in organizing projects in their own community schools. The
initiative was to have come from the community groups, not the school
board, because there was feeling by some in Washington that decentrali-
zation in New York City by Central Headquarters had caused the Ocean
Hill crisis to erupt. What was not understood by the professionals of
the District of Columbia was that the communities in general had lost
faith in the caliber of education provided by the New York City public
school system. Nor could they have known that the vague and conflict-
ing policy directives issued by the New York City Central Board had
made an eruption almost inevitable.
Model Cities projects presented opportunities for experiences
in community control. In many of these areas low-income whites and
Blacks lived together. This integration alleviated some fears of whites
regarding Black extremism in the various cities. In Boston, Massachu-
setts, in 1969, a Model Cities proposal contained a strong section call-
ing for eventual community control over the twenty-five schools in the
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Model Cities area-even after assuming that attempts at community con-
trol patterned after New York City's plan had failed.
Urban educators must have more than a slight familiarity with
the concepts and processes involved in decentralization as well as in
community control. In this way they themselves and their constituents
would have a clearer sense of direction as they consider the involvement
of their own urban communities in these processes. A Cleveland public
school superintendent, m April of 1969, considered initiating community
control on an experimental basis. But what he had in mind was not
community control, but the establishment of citizens' committees in
each school to provide internal channels of communication. His grasp
of the community control concept was poor.
Instead of compensatory education programs or efforts at inte-
grating communities which are practically all Black and Spanish, such
as the borough of Manhattan in New York City, other ways or alterna-
tives to school reform must be found. The low quality of achievement
of the ghetto child must be faced realistically by those in the schools.
Accountability by teachers and the administration to the local commu-
nity, perhaps, would provide greater impetus for both teaching and
learning
.
School integration should not be permitted to die as an educa-
tional purpose. Urban officials should make every effort to promote
school integration and its partner, quality education. A connection
between Blacks and whites would be healthy for both. Community control
implies a commitment to connect different groups of people with one
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another as human beings. Diversity and differences would then be viewed
as assets. According to Kenneth Clark,
*
:
* the suggested shift in emphasis is not a retreat into amd alley of accepting racial separation. ... it is rather
a regrouping of forces, a shift in battle plans and an attemptto determine the most vulnerable flanks of the opposition as"the basis for major attack. 30
Fantini and others, when discussing urban schools and coirmunity
control, recommend that power should be redistributed to the local peo-
3
1
pie through its school boards. To allocate responsibility without
power is to create an unresponsiveness that centralized boards of edu-
cation generally encourage. The frustrations characteristic of the
inhabitants of Ocean Hill prior to the confrontation increased and
hostilities followed. With a greater voice acquired through redistrib-
power, the community can exert considerable influence toward the
education of its young
,
and they will feel the worth of their
contributions
.
The New York teachers strike represented a clash between the
vested political interests of indirect municipal powers and the rising
aspirations of the poor in the city's ghettos. Fundamentally, the
sincere and critical desires of communities to employ more Blacks and
other minorities as professionals in the schools of Ocean Hill-
Brownsville, and the move to enhance Black and Spanish identity through
Mario Fantini, Marilyn Gittell, and Richard Magat, Community
Control and the Urban School (New York: Praeger Publishers, 1970),
Preface.
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a dissemination of their history and culture in these communities, met
with unparalleled viciousness and resistance. The tandem of these
goals of the poor fused indistinctly with numerous other issues in the
din and clamor that followed.
The perplexities inherent in the assortment of individual
personalities regulating the power controls in that crisis, the
release of highly charged pent-up emotions during the various phases
of the controversy, the feeling of powerlessness and alienation of
those living m the area: all were a part of the passion-laden explo-
sive event. Years of frustration, buttressed by three hundred years
of mistreatment by a racist society, gave vent to a communitywide
anger which developed into citywide confrontations.
The quest for community control by Blacks in the nation's
ghettos, a comparatively new social phenomenon, in no way could have
avoided the massive resistance encountered from the armed barricades
of white racial hatred and bigotry. It was historically inevitable.
The draft riots of 1861 in the same city of New York and a nationwide
parade of racial riots gave evidence of the continuous struggle between
the white working class and the Blacks. Workers located on a rung
above the Blacks in employment status felt threatened with loss of
municipal patronages and services when Blacks advanced up the economic
ladder. Trade unions, therefore, as protectors of the white blue-
collar workers, became a refuge and overseer of white working-class
interests. Blacks were denied entrance into the unions and the strug-
gle continued.
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In the same sense New York City's major professional unions,
the UFT and the CSA, were a reflection of that same social conflict.
Albert Shanker, Charles Cogen, and other officers and members of both
unions were formerly active members of the Socialist Labor Party in
the post-World War II era. As socialists, their dedication at that
time was to urge social legislation and to engage in other activities
designed to help the white working classes and the Black poor. Having
assumed the reins of power in New York City's educational interests,
and having become an integral part of the educational bureaucracy that
they bitterly resisted in earlier years, they found themselves defend-
ing the very practices that they had earlier deplored.
When the Black and Spanish poor no longer accepted the failure
of education as being inherent in their children and demanded an equal
role in shaping educational policy, the union, while suggesting partici-
pation and decentralization, actually fought to prohibit it. Power and
money had transformed their philosophy.
CHAPTER V
THE SCHOOL-COMMUNITY PARTNERSHIP
Social Change and Social Systems
Many of the problems that seem to arise spontaneously when
schools and communities interrelate have their roots in other basic
causes. While these problems have their own configuration of circum-
stances, most of them are related to the economic and technological
changes that have brought about a quality of social living which can be
described as urban, specialized, industrial, and individualistic.
Large numbers of people concentrated in small areas must coexist with
people whom they have never known before. The network of relationships
of different people must be balanced in order to avoid further social
chaos in an individualistic society.
People still cluster together for residence and sustenance.
The social activity that results from their nearness to each other devel
ops into formal or informal associations. The formal associations
involve membership in clubs, civic committees, churches, and other organ
izations. However, it is the informal associations which, although
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difficult to investigate, sustain the social vitality of the community.
People who eat lunch together during "lunch hours," families in neigh-
borhoods, students at high school, and children in school serve as chan-
nels for communication and affect the attitudes of others regarding
communications discussed. As contacts through "nearness" are extended,
the informal can become the formal; when people are linked with the
formal they become a part of the social system.
Between sixty and eighty percent of the lower class in the
United States belong to no formal organizations. This lack of partici-
pation in community and neighborhood affairs, according to E. Franklin
Frazier, stems from "feelings of powerlessness and futility, racial
discrimination, and lack of social mobility for the slum dweller into
higher income categories."'*'
If increased participation by large numbers of ghetto inhabi-
tants in ghetto rebuilding and improvement is to happen, an analysis of
different types of social organizations or social systems must take
place. Membership in formal organizations does have value because the
community action programs of the 1960 's started functional participation
by the poor. The organizations spawned by this participation trained
the indigenous in leadership, documenting and voicing complaints and
selecting representatives for community bodies. Many of those trained
currently are members of policy-making bodies that implement school and
municipal decentralization programs.
1
Franklin Frasier, The Negro in the United States (New York: The
Macmillan Company, 1957)
,
p. 636.
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However, membership in formal organizations indicates only one
type of social participation. Nonmembership in formal organizations
indicates not social isolation, as previously thought by social scien-
tists, but the possibility that another type of social participation
might be taking place through informal groups such as the family,
cliques, and neighborhood societies. The Black males who stand in clus-
ters on Harlem street corners discussing their discontent with social
conditions that affect them constitute an informal association which
provides a waiting audience for agitators attempting to create civil
disturbances. Such was the setting for the various Harlem riots.
In the formal organization of larger communities there are often
people in key spots who have great "power , " in that a word from them can
determine the fate of a community project. Mustering support within the
formal organizational structure may lead to failure if it does not take
into account the informal relationships of kinship or friendship that
exist among people in key spots in the formal structure. Information
relevant to the informal relationships, therefore, may provide important
l
insights concerning the formal. Koos found that families in the York-
ville section of New York were making more use of the local druggist and
barber for counseling purposes than they were of the many social agencies
2
that existed in the vicinity.
The people who direct the sway of public opinion in communities
are not always the formal leaders. Floyd Hunter found that, although a
small, select group of people who occupied key positions in communities
2
Earl L. Koos, Families in Trouble (New York: Kings Crown Press,
1946 )
.
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actually controlled community power, they were not formal leaders.
Their programs, however, were carried both to the formal leaders and to
the informal grass roots leaders.
3
The informal association is a
by-product of the formal. It is contained therein and constitutes a
great influence on whether the formal proceeds smoothly or erratically.
Social organizations with their components of formality and
informality are composed of people. They have motives and attitudes
within the organized framework which relate to the functioning or dis-
functioning of the organization. When Homans explained social organi-
zation in terms of individual relationships within the organization, as
compared with organizational structure, his focus was on people.^
Social systems also focus upon people. According to Inkeles, "Social
systems are relatively enduring systems of action shared by groups of
5people large or small."
Social systems consist of units of patterns of interactions
among peoples. These units are interwoven into positions and relation-
ships. Out of this arrangement come power and authority. The structure
provided by power and authority coordinates the major activities of the
organization. The units, in addition, form role positions. The roles
that are performed in the organization depend upon common expectations
Floyd Hunter, Community Power Structure (Chapel Hill: Univer-
sity of North Carolina Press, 1953).
4
George C. Homans, The Human Group (New York: Harcourt, Brace
and World Company, 1950)
.
5
Alex Inkeles, Personality and Social Structure (New York: Basic
Books Inc.
,
1959)
,
p. 250.
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and sanctions conformity and nonconformity. Through roles responsibil-
ity is allocated.
Since control in the social system depends upon relationships
established between men and the work that they must produce, machinery
was established within the system for this purpose. The machinery con-
sists of official status within a hierarchy, rules and procedures as
guidelines for efforts and conduct, and the division of labor which
affixes responsibilities. Thus power and authority establish decen-
tralization and centralization. The division of labor produces special-
ization or work area responsibility.
The processes of organization help a system to sustain itself
and to accomplish its purposes. According to Hansen these processes are
1. The coordination of the division of labor.
2. The allocations of power and authority and development.
3. The replacement of members and the procurement of other
resources
.
4. The regulation of the output and direction by constant
readjustment in policy.
5. The establishment and maintenance of boundaries against
outside control.
^
In the late 1960 's the mobilization of communities for self-
improvement, leadership training, and other purposes started the flow of
large amounts of federal, state, and local monies appropriated to this
end. Some programs failed, others succeeded. Regardless of this, the
Youth Development Agency, a subsidiary of Haryou-Act, Harlem Teams of
Donald A. Hansen and Joel E. Gerstle, On Education: Sociologi-
cal Perspectives (New York: Wiley, 1967), p. 162.
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Self-Help, and the Brooklyn Model Cities program, an organisation with
personnel formerly employed in the antipoverty’s Youth-in-Action program,
attest to the base that has been laid in community action. Therefore,
media for testing and extending theory is available.
Public education is a twenty-billion-dollar
,
annual enterprise
m America—one of the nation's largest investments. New York City
accounts for one twentieth of the total nation's expenditures. The
value of the study of public education as a system is justifiable on
the basis of the above mentioned alone. Then, too, educational systems
have included technology and industry. Large corporations are assist-
ing school systems as they attempt to find solutions to pupil subject
deficiencies. Education is an integral component of society's fabric.
The study of social systems is undertaken basically for the
same purposes that other systems such as science systems are studied.
Ways of improving them must be found; ways of understanding how they
function must be discovered; and the elemental principles of social sys-
tems as they relate to personality and behavior must be ascertained.
The analysis of data on social systems and its relevance to communities
is comparatively recent. However, certain relationships within a commu-
nity have existed for decades. The relationships of community units to
each other, called "cohesion," or horizontal relationships, are subordi-
nate to the community's relationships to organizations outside the commu-
nity itself, called vertical relationships. In other words, schools are
responsive to state boards of education, or local post offices are
responsive to the office of the Postmaster General of the United States,
for these external relationships involve other groups or other social
systems
.
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The distribution of power in communities has become a subject
of investigation by social scientists because of the recent emphasis
upon community action and community control. The establishment of
Centers for Urban Studies in colleges and universities indicates a
revival of interest in communities as a form of human association. How
human beings behave in large or small social systems is important,
because the disaggregation of municipal bureaucracies into community
control agencies involves complex interrelated interaction patterns
among human beings in certain relevant locales.
Community control means more than mere community participation.
Although ghetto parents are demanding a hand in the education of their
children, how this can be accomplished has not been spelled out.
Advocates of community control mention ways of parent involvement in
general terms, not specifically. Schools are bureaucratic social sys-
tems with operational machinery for status, power, socialization, pres-
tige, and resources for self-perpetuation. In short, control by the
communities of its schools means more than a takeover. It should mean
a knowledge of what is to be directed and how it is to sustain itself.
The School and Community
as Social Systems
A social system can be simply two or more people working toward
a goal. As they seek its attainment they divide responsibilities.
Centering around these responsibilities are behavior expectations within
the group. These in turn form clusters, or roles, and individuals, in
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the performance of their roles, enjoy rights and responsibilities,
rights to facilities and equipment, and responsibilities to achieve
objectives.
In an educational context, a school as a social system involves
different personnel with different roles. Gibson and Hunt stressed
this when they defined the school as a
* * ‘ social
<
system
. . . involved with the behavior of peo-
P e . . . bringing about change in the behavior of people(pupils) by certain other people (teachers) with the assis-tance of still other people (secretaries, custodians, etc.)the whole being coordinated by administrators and
supervisors. ... 7
In order to bring about the changes needed in the social system
certain operations or purposes were necessary. Gibson and Hunt formu-
lated them as four major purposes: "purposing, maintaining, allocating
g
and evaluating."
Purposing is the social process in which goals are shared, or
group functions are developed. if the principal of a school has a
great number of new teachers on his staff at the beginning of the school
year he might spend the great portion of his time establishing purposes
or goals for the school year. Similarly, an experienced principal with
an older staff might spend more time on the allocative function.
It is in the area of purposing that schools differ from other
social systems. These purposes give a different structure and process
Oliver Gibson and Herald C. Hunt, The School Personnel Admin-
istrator (Boston: Houghton, Mifflin, 1965), p. 2.
8
Ibid.
,
p. 3.
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to it, as compared with the military, m addition, this difference
creates a different social process. For example, soldiers respond to
commands. They obey orders. Teachers or the other administrators
would resist the issuance of dictatorial orders from a principal.
Resentment, and even grievances against the principal, might result.
Decisions regarding those of educational services or maintain-
ing itself are important so that schools are organised to meet changing
needs of the times. School plans regarding the organization of schools
into six-four-four plans or five-three-four plans are features of this
process
.
School plant use, equipment, and staff are concerns related to
the allocative function of the school. The functionalism of a school
plant or whether the gymnasiums are separated by folding doors, the
ordering of appropriate audiovisual equipment or the hiring, training,
and separation of staff are aspects of this process.
Through the continuous appraisal of its instructional activi-
ties the school decides how effectively the instructional performance
of the staff has been. This relates back to its purposes because, in
the formulation of goals or purposes, methods of testing whether the
realization of these goals must be considered.
Within an individual school, as opposed to an entire school sys-
tem, as was just discussed, the social system is somewhat different.
Olive Banks supports this: "The concept of a school as a social system
implies that the teacher is enmeshed in a whole system of social rela-
tionships which induce not only his pupils but also his colleagues on
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the school staff." She further substantiates that teachers who related
well to their students were not necessarily the most effective
.
. 10teachers. What those pupils liked were the friendliness and warmth of
the teachers, not their instructional skill.
Teacher-teacher relationships center around clusters, or cliques,
in the individual school. At times these relationships are based on
departmental levels such as are found in secondary schools or on grade
levels in the elementary schools. These cliques compete with each other
informally for influence with administrators, parents, or pupils, and
for power within the school system itself.
Teacher colleagues play a significant part in the socialization
of the teacher into the organization. This includes formal values,
objectives, and policies, as well as the informal goals of the school.
A teacher's first day in the classroom involves providing instruction,
but, in addition, it involves becoming a social component in the
school's subsystem, which is just as important.
There are certain fundamental operations of a community system
that sustain it and determine its behavior. The recruitment of new
members into a community is important because the life of a community
is determined by provision for a continuous supply of new members. As
families have children, replacements for those who have died exist.
Moreover, immigrants provide a scattering of age levels and sexes, a
9
Olive Banks
,
The Sociology of Education (New York : Shocken
Books, 1968), p. 159.
^^Ibid.
,
p. 198.
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range which establishes leadership and followership levels in a
community
.
Once newer members are recruited measures must be taken to
absorb them into the community. This socialization, or lack of it, can
enact an easy initial adjustment for the newcomers, or create a community
conflict. Clinard found that urban renewal programs in East Harlem
increased teen gang hostilities because the new occupants as neighbors
were strangers to each other.'
1' 1
A social system develops signs and symbols with special mean-
ings to its members. These features serve as communication vehicles
for the system's components. Communication is important in that units
operating out of the system can upset the equilibrium of the system.
According to Parsons
:
. . . a social system consists of a plurality of individual
actors interacting with each other in a situation which has
at least a physical or environmental aspect, actors who are
motivated in terms of a tendency to the optimization of
gratification and whose relations to their situations includ-
ing each other is defined and mediated in terms of a system
of culturally structured and shared symbols.
^
Thus, in a slum community, for example, a teen-ager with a hat cocked
on the side of his head means that he was asserting his manhood, or a
clenched upraised fist means "Power to the people."
] 1
Marshall B. Clinard, Slums and Community Development (New York:
The Free Press, 1951), p. 5.
12
Talcott Parsons, The Social System (New York: The Free Press,
1951)
,
p. 5.
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Communication has other values as the system applies the process
of persuasion to resolve difficulties. If intercultural strife, as
reported in The New York Times
,
occurred as it did in the Harlem Model
• • 13Cities area, dialogue would be necessary. in this way the Puerto
Rican and Black actors who were opposing each other could have clari-
fied issues and obtained clearer perspectives regarding the conflict.
Conformity and compliance within the system are acquired through
social controls. Individual and group behavior are regulated. The
dropout and the improperly adjusted member are both subjected to commu-
nity sanctions if they fail to conform to group norms. The major deci-
of social governance are made generally by a few community elit-
ists. Parsons states it as, "In general, securing observance of
institutional norms is taken to be a goal of society. It is in this
category that the law enforcement functions as political bodies should
be placed.""^
The allocation of prestige is accomplished quietly through the
dominant power structure. The major value of the community determines
prestige. In Central Harlem, the acquisition of material goods is the
major value in some subsystems. Therefore, the possession of a
Cadillac Coupe de Ville or other flashy car brought prestige to the
owner. Claude Brown emphasized this: "In Harlem practically everybody
I know had been striving for a long time to make enough money to buy
13
The New York Times
,
August 22, 1970, p. 1.
14
Talcott Parsons, Structure and Process in Modern Societies
(New York: The Free Press, 1960), p. 192.
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a big car and expensive cloth“- They
' d always wanted to do these
things.
. . .
"
15
In the late I960 's students of community structures changed
their emphasis from community leadership to community power structures,
their rationale being that community policy was in reality determined
by small power cliques who provided direction for leadership. Thus, the
allocation of power in a social system received the greater stress. How
the community functions had become more important than who directed it.
As Clinard said:
Even more common perhaps is the preponderance of the better
educated and area businessmen among the leaders of slum
communities. Citizens participation often means participa-
tion of the upwardly mobile person who will leave the slum
anyway. ...
A major community element is its social groups. It is these
groups that often allocate power, and in some cases, prestige. The
upward mobility of its inhabitants is controlled. Social mobility pro-
vides avenues for trained leadership to assume positions of power. When
this practice is threatened , serious community antagonisms exist. Recent
Black and Spanish demands for power and authority positions in slum
communities have challenged the traditional patterns of social mobility
established by the power elites. The social system has to utilize its
adjustment processes of persuasion, suggestion, or capitulation through
socialization
.
Claude Brown, Manchild in the Promised Land (New York: Signet
Books, 1965), p. 191.
16
Clinard, Slums and Community Development, p. 323.
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Integration through adjustment occurs when community members
feel that they share in the decisions of the community and feel that
progress toward its goals are inevitable. This social cohesion is the
result of a common feeling of independence engineered by participatory
interactions. Interrelationships permeate integration. This in turn
affects socialization.
The Systemic Linkage
Can the schools and communities exist as partners? If so, at
what point should authority be shared? What proportion of this author-
ity should be allocated to whom? Would a disproportionate amount of
power held by one predominate over the other until submission and,
ultimately, complete absorption or assimilation result?
The process of singular functioning of two social systems as one
is called "system linkage." Loomis defines it as "the process whereby
one or more of the elements of at least two social systems is articu-
lated, in such a manner that the two systems in some ways and on some
17
occasions may be viewed as a single unit."
The sharing of common ideology means that larger and smaller
systems will perceive of the situation in a like manner and all will
respond the same way. This is what Sanders calls ideological commitment.
17
Charles Loomis, Social Systems: Essays on Their Persistence
and Change (Princeton, New Jersey: D. Van Nostrand Co., Inc., 1960),
p. 32.
1 8
Erwin T. Sanders, The Community: An Introduction to a Social
System (New York: Ronald Press Co., 1966).
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Sanders also uses the program terms "personnel," "finance," and "combined
linkages" to describe using people in two positions in different sys-
tems simultaneously, receiving support of networks constituting more than
one local community system, partial or matching grants, and a multiple
involvement.
Systemic linkage and systemic operations are part and parcel of
the entire process of dual systems' cohesion. School systems and commu-
nities systems are unequal in substance because a community system
includes major systems such as families, economy, religion, government,
health, education, and welfare. Schools are a subsystem of education.
Thus, it seems natural that the schools should function within their own
parent system. When disfunctioning occurs between or within the two
systems the systems' mechanisms are impaired.
Both social systems, the schools and communities, engage in the
operation of recruitment. The community's supply of newcomers is at
times the result of a vigorous effort and at other times a natural pro-
cess. The schools must continually engage in vigorous recruitment
operations to sustain needed instructional staff. This is an allocative
function in the school's subprocesses because resources, human and mate-
rial, were being distributed by the school for its goal achievement.
Systemic linkage, in actuality, is the very process by which
the program New Careers for the Poor is being instituted. The communi-
ty's recruitment operations supply its indigenous personnel. This
feature helps social change in the indigenous or nonprofessional people
19
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to stimulate social change in that they are most closely linked to their
own community's problems. The school, in its allocative function, pro-
vides occupational training for community social groupings and performs
its instructional function.
With respect to community values, the school provides opportun-
ities for the systemic operation of social mobility in that members of
the community training as paraprofessionals receive status and prestige,
and allocate goods and services in their community as a reward for
participating in a socioeducational activity. The community is fulfill-
ing its socialization operation by preparing new members for participa-
tion in society. Success models are presented in its subsystems and
social groupings. Clinard documents this: "The indigenous worker may
present a new image to slum dwellers
. .
.
[which] gives greater power
to slum groups . .
.
[and in the meantime] inferiority may decrease and
20the desire for change may increase."
Communication as a community operation has special meaning
because, as a component of the social system, its failure to perform
disturbs the entire operation of the system. In the schools, as part
of its maintenance process, it structures roles and resources through
meaningful symbols acquired by effective communication. The school's
clients, its pupils, return to their communities daily to transmit infor-
mation acquired through these symbols. Parsons stated that "if meaning-
ful symbols lie at the bottom of true communication and therefore smooth
interaction, then it is necessary for any person or group to be sure that
21
others understand the meaning."
20
Clinard, Slums and Community Development , p. 321.
^Parsons, Structure and Process in Modern Societies, p. 76.
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The school system allocates goods and services, thus providing
human services to further its own objectives. It furthers, moreover,
the community's systemic component of individual "integration through
adjustment" by uplifting pupil performance levels. The community in
turn has to sustain this performance level of its population by support-
ing the school.
Communication interactions between schools and communities
through the social process of diffusion can establish better allocation
on the part of the schools. It can help classify roles and role expec-
tations on the part of the school's instructional personnel. For
example, studies in role expectations revealed that teachers might be
misinformed as to the nature of the community's and the parents' role
expectations. A study of Withall and Lewis suggested that teachers
might exaggerate the extent to which parents want teachers to give
22
special attention to their own child.
The purposing function of the school's systemic operations
should serve as a vehicle for supporting the community's status alloca-
tion services. In other words, if community residents were invited to
membership on school policy committees or inducted into the staff as a
professional or nonprofessional. This would bestow upon the community
the allocation of status and the allocation of piestige. Thus it is
hoped that a symbiotic relationship in harmony with both social systems
wiH have been effected. Clinard summed it up: The assignment of
22j. withall and W. W. Lewis, "Social Interpretation in the
Classroom," Handbook of Research on Teaching (Chicago: Rand McNally,
1963)
,
p. 689.
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responsibility to slum dwellers is one way of changing not only their
conceptions of themselves but also outsiders' conceptions of them."^
Power allocation by the school to the community for the purpose
of providing differentiation and status allocation should not be
reclaimed through coercion. During the New York City school crisis the
city's Central Board of Education authorized Ocean Hill-Brownsville
'
s
Planning Board to become a governing board, and later denied that it
had. That violation of the allocative aspect of a community's operation,
one of its most important, seriously impaired the function of the system
linkages
.
Repercussions from the Ocean Hill crisis are still being heard.
When the allocation of power is involved, social conflict is a constant
possibility. Altshuler maintains: "The sense of participation varies
with the immediacy of linkage between activity and decision. Thus it is
not surprising that the demand which touches a responsive chord in the
24
ghetto is for community power."
Altshuler pursues the argument further by advancing that' the
nature of this community power must be officially allocated. Thus, "the
power to decide in some areas of intense concern not to appear at just
e V, • ..25a few more hearings.
Practically every slum community in America is administered
locally by white majorities. Politically the distribution of goods and
23
24
25
Clinard, Slums and Community Development , p. 304.
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services is also controlled. The production of materials and supplies
is also controlled. But the consumption and acquisition of these goods
and services depends upon the possession of available financial
resources
.
When a monopoly of the goods and services within a community
exists, the minorities in the community cannot acquire the necessary
goods and services because of their low incomes. They subsist at job
floor levels, that is, their incomes are the lowest of all groups in the
community. This creates tensions and frustrations. Community disturb-
ances can be a consequence of this.
It matters little to the slum resident if local school boards
authorize expenditures for additional textbooks and materials. This
raises his expectations very little. If a white principal in a ghetto
school asks him to serve on a human relations committee it bears
little personal value. However, a salaried position on the local commu-
nity corporation or a job in a Community Action agency would interest
him. In the latter two cases the allocation of prestige, the allocation
of power, and the allocation of services are involved.
Political decentralization is different from administration
decentralization, the differences, in short, being accountability and
power. In political decentralization power authority is transferred to
officials whose tenure depends upon their being accountable to an
electorate or constituency. Administrative decentralization is the
transferral of responsibility and, at times, power and authority to
lesser subordinates in the same hierarchy. Although communities have
asked for decentralization and community control, the only tangible
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outcome has been administrative decentralization, if the school sys-
tems are to extricate themselves from the urban morass, differentiation
and status allocation must accompany political decentralization.
Personnel policies of school systems must study the crisis in
ghetto communities regarding minority personnel for staffing ghetto
schools. More Black and Spanish teachers are being demanded for teach-
ing and administrative positions in ghetto schools. In that school
staffing policies are usually administered by personnel boards, the
recruitment of minority group members for those personnel boards is
feasible. Newcomers recruited into ghetto neighborhoods should be can-
vassed for eligibility and for desire to become a part of the school's
staff.
In late 1969 The New York Times had an article on page one
stating that the Federal Bureau of Investigation's recent crackdown on
marijuana smuggled from Mexico had created such a shortage of the drug
that it portended a sharp increase in the number of public school chil-
dren who resorted to heroin as a means of pleasure.
The alarming increase in drug abuse, drug addiction, and vio-
lence in urban ghettos did affect the administration and supervision
of the urban schools. If curriculum is defined by some as being "the
child's experience in and out of school," then the drug habit and
activity that took place throughout the day was actually substance for
an urban curriculum. Administrative purposing and community social
controls are needed. Dialogue between school and community is exigent.
This affects the community's recruitment patterns and the school's
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maintenance functions: on the one hand, valuable replacements for the
community, in the form of its young, are being destroyed, and a source of
future leadership is being threatened; on the other hand, the school's
services to its pupil clientele are being disrupted by this malaise.
Through purposing, maintaining allocation, and evaluating the school
must attempt effective systemic linkage by recruitment, socialization,
and communication. The community must do likewise.
The use of a social systems approach to the analysis of school-
community involvements, both present and potential, was deliberate. The
selection of the system as a fundamental technique was based upon the
premise that the processes and interactions inherent in school-community
involvement could be best understood if the two coordinates could be
observed as they are; thus the theory of systemic linkage furnished a
logical approach.
Systemic linkage is not new. As a theory it has been previ-
ously discussed in relation to the major systems of the church, hospi-
tal, recreation, welfare, industry, and government, and the family.
These major systems were established formal institutions. Their func-
tional unity proved practical for sociological analysis. The community,
at times indistinguishable, at other times indefinable and practically
always informalized, does not normally lend itself to systemic analysis.
The urban crisis has hastened the movement toward establishing standard-
izations in ideas of what constitutes a community.
Education, a major system, has its componential subsystem, the
school. Since schools are located in communities, their partnership with
the community seems normal. However, although local school boards
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traditionally have had control of their schools, generally the adminis-
tration of the schools was left to the professional educators. Local
school boards handled formal matters and public relations, but the
school and the communities were distant cousins.
The value of a social systems approach as a method of analysis
might furnish closer lines of direction for understanding school-
community interrelationships and dichotomies. During the New York City
teachers strike of 1968 those advocating community control leveled their
attacks upon the educational bureaucracy, not upon the educational
social system. Actually, it was the informal associations of the social
system which fanned the flames of anti-Semitism through personal conver-
sations, the mass media, informal meetings, and the like. It was the
strike issue of anti-Semitism which turned the tide of public opinion in
a direction inimical to community control.
The Dimensions of Rational Options
Since the late 1950's the rapid urbanization of America, the
mechanization of agriculture, and the advances in science and technology
have helped create the Urban Crisis. Thousands of unskilled workers
from rural areas have migrated to the nation's large cities seeking
employment. Displaced by farm machinery and the reduction in number of
the nation's tenant farms, they came in a state of illiteracy or semi-
literacy to find a new way of life. The high specialization and differ-
entiation characteristic of urban life rejected them.
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Settling in already overpopulated slum areas, they challenged
the imagination and vision of educators. At the same time that this
incident happened, middle-class white Americans were fleeing the central
cities to live in the suburbs. This collection of suburbs, central
cities, and large metropolitan areas has been named a megalopolis, or
urbanopolis, by others. The population migration has urbanized rural
areas and urbanized suburban areas. The schools could no longer exist
in isolation; they became prisoners of urban society.
Modern urban communities have become overpopulated. A great
variety of commercial, educational, and personal services are needed to
cope with the myriad of individual and group interactions occasioned by
ecology. Efficient management of the city is hampered by unwieldly
political and economic units. Bureaucracies continue to ensnare the
efforts of creative imaginative urban leaders who attempt to make change.
How can these changes come about?
Decentralization of governmental authority and services into
neighborhoods and communities could take place. Community control of
schools could take place. Instead of the fears of those in power that
job security would be threatened, community control might enlist even
greater community support from participating agencies. With the expan-
sion and refinement of the Model Cities programs, the environment for
the slackening of hostile feelings toward law enforcement could occur
because the amount of involvement and problem solving of the planning
phases involve all civic factions.
Today the schools are under attack, pupil achievement levels
are not commensurate with national norms. Blacks and other minorities
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are demanding control over schools in their communities. They contend
that the schools have failed to prepare their children properly for the
adult world. They feel that different approaches must be tried. Some
demand complete or "community" control; others seek varying degrees of
control. What is important is that the setting for education, the
community, has changed. But in spite of the heavy clamour still, the
schools have not.
The demand for control of schools and the demand for neighbor-
hood government are part of a much broader program of democratic reform;
one stressing participation and group representation against areawide
coordination, neutral competence, and at-large representation on the
school board and other major policy commissions. District representa-
tion and neighborhood government should be tightly linked for visibility
of awareness, that is, the pressure of Black and Spanish residents in
authority positions is a model for others of their groups to emulate.
The public has long been aware of the exclusion of Blacks and
other minorities from the mainstream of the economic aspects of educa-
tion. The subtlety and persistence of this practice had gone unchal-
lenged. The demands of Blacks are that the many public bodies must
cease ignoring the exclusion of Blacks from the financial area of educa-
tion by refusing to acknowledge the practice of banks to make loans to
Black firms who need investment capital. Many public vocational high
schools run apprenticeship programs with labor unions and prohibit
Blacks from involvement in this program. This type of exclusion is
another reason why Blacks have turned toward devising their own formulas
for control of their lives.
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Black demands for community control are not separatist, but
realistic. When the central city was predominantly white Blacks could
not live there. The white exodus to the suburbs has proved to be a mere
continuance of the same policy. Integration as a liberal goal is
rhetorical; therefore, for self-respect and upward mobility, Blacks
would like to enjoy the same suburban self-rule as whites. It is not
a case of Blacks' being against whites, but of Blacks' being for Blacks.
Most Blacks would not mind living in the suburbs. It is the whites who
create the barriers of segregation. A white solution is needed to a
white problem. During that problem-solving process Blacks must pursue
their own self-determined goals.
In view of the fact that Black majorities are beginning to char-
acterize many of the nation's central cities, the autonomous, citywide
bureaucracies have managed still to suppress the will of the Blacks.
Black culture, although advocated by Blacks as part of a school's cur-
riculum, is either introduced half-heartedly, or not at all. Black
dialect is equated with inferiority and not with cultural norms. White
intellectuals disdain bureaucratic figuration as being small-scale
localism, yet they contribute to the Balkanization of the suburbs by
becoming suburbanites themselves.
Black communities should have the same discretion as suburban
school boards. The appointment of school superintendent, principal, and
other officials should hinge on the community's own definitions. This
is in sharp contradiction to that "merit" defined by bureaucratic sub-
cultures which has operated within organizational racial, ethnic, and
religious frameworks of prejudice. Prejudices secretly justified by
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clients, fellow workers, and subordinates within the bureaucracy. To
prevent the perpetuation of bureaucratic subcultures by advancing the
argument of citizen rapport, as opposed to technical skill, would lessen
the preeminence of race and class that are characteristic of public
personnel policy. This would facilitate Black liberty as well as
equality. It would mean honest decision making and participation.
Community control means self-goverance more than integration.
It means the alleviation of the existing tensions between bureaucracies
and the ghettos. It does not mean a denial of integration. Ocean
Hill's teaching and administrative staff were well-integrated during
the school strike. Most Blacks would not mind living in integrated
neighborhoods (actually they do not scorn integration). Communities,
if they are permitted to control their own destinies, will see to it
that their children receive the best instruction possible. In the
majority of the urban ghettos teachers are welcome regardless of color.
Then, too, pupil accountability to parents will be greater, and honest
efforts to salvage public education will be in evidence.
School systems decline, prosper, or exist, depending upon many
factors: personnel, local boards, tax bases, and legislation. However,
it is in the area of staff where an affluent community can harbor sub-
standard teaching, or create high turnover in teaching staff through
the exertion of personal pressures upon certain staff members. An
urban community, on the other hand, is more likely than not to experi-
ence high teacher turnover and numerous other problems. Good, capable
teachers are needed and wanted. Yet how many urban school systems, or
school boards in general, establish worthy personnel ladders for careers
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as a means of improving the quality of instruction provided, insuring
staff stability and creating a favorable educational climate in the
sociophysical environment of the school?
To establish career ladders for teaching personnel does not
mean to revert to the same civil service protectionism of educational
bureaucracies. It means that state educational regulations regarding
pay increases, tenure, and promotional opportunity will provide uniform-
ity for all teachers. Black communities then could function more inde-
pendently. They would be able to design creative career plans for their
personnel, unhampered by union or municipal harrassment.
However, merit should not be defined alone by professionals who
have already established career lines. The proclivity toward experien-
tial definition is too strong. Community and neighborhood inputs based
upon sensitivity to their own needs are too valuable to be ignored.
Human relations skills should be employed as standards in recruitment
and promotional practices for neighborhood personnel. Political
parties use indigenous workers who are familiar with the language and
culture of neighborhoods to reach grass roots level. Business and
industry do the same. This is in recognition of the fact that merit
varies from job to job, and that technical skills and human skills are
equally important. Creative merit, as designed by communities , is
more relevant.
Much confrontation and dissension has occurred in urban ghettos
because of procedures used in testing, measurement, and evaluation.
Incessant cries of "tests that are culturally biased," or "too inade-
quate to measure the level of performance of the ghetto child raise
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serious doubts as to how effectively these complaints can be silenced.
The school must expand its concepts of reward and gratifications to
embrace the possibility of extra remuneration for superior teaching.
Newer testing procedures based on the latest developments in technology
and science should be considered as possibilities, and staff role
expectations should be carefully enunciated as to the effective domain
of learning. In this way, the communicative component involving mean-
ings and symbols as they relate to the community might prove effective.
Expertise in leadership skills on all levels is needed by all
parties involved in the teaching-learning environment. This is neces-
sary if school personnel are to achieve creditable levels of performance
A teacher's first day in school is just the beginning of his role in the
total complex urban community. How effectively he functions becomes
another story. He has certain personal responsibilities, habits, and
attitudes. As a member of the formal organization he has a definite,
assigned role as a subordinate to the superordinate. How skillfully he
will perform on the job depends on how efficiently the leadership exer-
cises its responsibility and how accountability is practiced as it
relates to the school and community.
Evaluation is necessary because it focuses upon whether or not
certain means have effectively attained certain ends. Its purposes are
many: such as to determine curricular objectives; to encourage self-
evaluation of personnel; to provide a basis for promotion and placement
of students; and to provide reward for satisfactory teaching performance
These standard criteria are still in effect in the majority of the
nation's schools. The drive toward greater community involvement in
168
education, however, has added a new dimension to the entire process:
the participation by com,unity school boards in allocative functions
Thus, pupils and school personnel will interact with those to whom
they are accountable.
A serious concern for teacher attitudes as they relate to pupil
expectancies should be observed by local school board personnel, school
officials, and cormnunity residents as this staffing function is per-
formed. m this way, role expectations and role allocations might
involve the hiring of dedicated teachers with an understanding of the
need of minority communities. Communications and interactions between
school personnel and communities should help to develop mutual under-
standing and stimulate sensitive awareness toward each other's feelings.
The schools as the purveyors of culture could experience the
educational process in a more wholesome environment. Schools and commu-
nities are now part of one family—the urban family. One cannot func-
tion exclusively of the other. What affects the school has a corres-
ponding reaction in its constituent community. In order to effect a
meaningful dialogue it is necessary for all to understand the structure
of the educational services rendered by the schools. In addition, it is
necessary for the school personnel to understand the ecology of the
urban community of which it is a part. To further this, systematically,
the school, through its formal and informal organizations, can assist
the community in its efforts to achieve stability by status allocation
to community specialists for instructional performance. The community
can assist the school through social controls mechanisms directed toward
improving pupil adjustment.
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Since the general purposes of education are to broaden the indi-
vidual and to improve society, both must share in the realization of
these objectives. Education (the school) and society (the urban commu-
nity) must, conjugally, recognize legal involvements (legislation
regarding education), policies, and practices determined by the admin-
istrative hierarchy and the total operation of a school as it functions
m an urban setting. The communities must weigh structural reform as a
prerequisite for spiritual reform. In spite of the concept of community
control as a popular one, the state legislatures continue to be the
primary disbursers of funds for education. Their mandates, policies
toward education, and attitudes must also be known.
School-community conflicts will occur. They might range in
scope from teacher-parent confrontations to parent-administration disa-
greements. At times conflict is healthy because it stimulates in both
opponents a reflection concerning the causes, basic motivational pat-
terns behind the scenes which caused the negative interactions. Through
periodic joint endeavors such as community-school field trips, sociali-
zation, and planning for goal achievement, optimum dynamics involving
the participants might result.
Perhaps the key pivotal figures in current controversies, but
silent in the past, are the ghetto parents. In previous years, catered
to condescendingly by educators, they were fearful and anxious concern-
ing the discussion of school matters. Today they are vocal. They are
demanding decision-making powers that were traditionally reserved for
educators. They are demanding accountability of teachers and adminis-
trators. They are employed in schools under the new careers program,
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being trained professionally themselves. They are providing the self-
image necessary for ghetto youngsters desirous of attending college in
the future.
The world of change provides the backdrop for schools and commu-
nities. Change requires readiness, alertness, identity confrontation.
As communities change identity discovered as a result of change will
motivate the changed one to seek to change others. Communities in turn
will change; however, schools must be sensitive to that community
change. It must be recognized that communities have differences that
are sustained by tradition and other practices. It must be understood
that representative leadership affords the community the opportunity
to share in decision making and responsibility, a training for leader-
ship on local as well as municipal levels. Last, the distress over
the possible allocation of power and responsibility to local groups must
abate. Successful partners work not in fear, but in harmony.
White America must understand that Blacks and other minorities
seek justice, not charity—a justice merited by being understood as
human beings; a justice that, if given the chance to control their own
resources, they could use in overcoming the powerlessness inflicted upon
them by ghetto living. It serves society little to engage in palaver
over the anger of America's young Blacks. For, what these Blacks criti-
cize is the traditional status of American political conflict. Most
Blacks apparently desire Black acquiescence within the status quo rather
than revolution. As a means of achieving those goals, pivots and feints
by Blacks simulating drastic changes are necessary. If most whites
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understand this, perhaps community control mechanisms will be able to
move into higher gear.
Finally, the question to be posed is, can the dialectics of
community rhetoric withstand the self-protective onslaughts of bureau-
cratic social systems? For traditionally such systems have been like
the hydra: a decapitation resulted in a spontaneous regeneration else-
where. Therefore, pursuit of levels of criticisms at the bureaucracy
resulted in administrative decentralization or the creation of lesser
bureaucracies. Black bureaucrats will, consequently, replace white
bureaucrats, and they themselves will abscond with ghetto power to the
suburbs. What will be needed will be a social partnership which allows
for grass roots interconnection, development, and self-fulfillment.
When these criteria are permanent cyclical linkages with the social
system of the school, then a meaningful and rational process of commu-
nity control may have been realized.
BIBLIOGRAPHICAL ESSAY
CHAPTER I
The phenomenon of community participation has been highlighted
in many books, articles, periodicals, and other references. The broad
spectrum of the arguments for and against this form of involvement can
be found in several books. Among those authors and their publications
that I found to be most helpful were Kenneth Clark and Jeanette Hopkins,
A Relevant War Against Poverty (New York: Harper and Row Publishers,
Inc., 1969); Harlem Youth Opportunities Unlimited, Inc., Youth in the
Ghetto (New York: Century Press, 1964); Kenneth Clark, Dark Ghetto (New
York: Harper and Row Publishers, Inc., 1967); and Daniel P. Moynihan,
Maximum Feasible Misunderstanding (New York: The Free Press, 1970).
Communities have been defined in many ways. In order to elicit
an appropriate definition, I consulted Alvin Boskoff, The Sociology of
Urban Regions (New York: Meredith Publishing Company, 1962); Charles
Valentine, Culture and Poverty (Chicago: University of Chicago Press,
1968); Roland L. Warren, Studying Your Community (New York: The Free
Press, 1965); Melvin Webber and Carolyn C. Webber, "Culture, Territori-
ality and the Elastic Mile," in Taming Megalopolis
,
ed. by H. Wentworth
Elredge
,
(Vol. I; Garden City: Doubleday, 1967); Joseph Lyford, The
Airtight Cage (New York: Harper and Row Publishers, Inc., 1968);
Suzanne Keller, The Urban Neighborhood (New York: Random House, 1968);
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B. J. Chandler, Lindley Stiles, and John I. Kitsuse, Education in Urban
Society (New York: Dodd, Mead and Company, 1962).
1 clarification of issues, premises and hypotheses regarding
internal struggles between communities, their constituent agencies and
their civic and political leaders, I gained perspective regarding com-
munity conflict. The authoritative work that I consulted was James S.
Coleman, Community Conflict (New York: The Free Press, 1957). An addi-
tional work for relevance was Lewis Coser, The Functions of Social
Conflict (New York: The Free Press, 1956). Perhaps one of the most
contemporary treatments of conflict in communities and a work descrip-
tive of the crucial problems in urban living utilized was Edward Ban-
field, The Unheavenly City (Boston: Little, Brown and Company, 1968).
CHAPTER II
The ghetto communities of Central Harlem and East Harlem were
well known to me. I attended Harlem's public schools from elementary
school through junior high school. As a professional, I taught elemen-
tary and junior high school in Central Harlem and was an administrator
in an elementary school in East Harlem. Utilizing my experiential and
professional backgrounds as a literary foundation, I considered the
following materials as sources for writing this chapter: Wallace Sayre
and Herbert Kaufman, Governing New York City (New York: Russell Sage
Foundation, 1960); Michael Harrington, The Other America (Baltimore,
Md. : Penguin Books, 1962); Harlem Youth Opportunities Unlimited, Inc.,
Youth in the Ghetto (New York: Centruy, 1964); John Henrik Clarke,
Harlem: A Community in Transition (New York: The Citadel Press, 1964).
One of my contemporaries during my secondary school years was
author-novelist James "Jimmy" Baldwin. Jimmy and I visited his
father's storefront church on Lenox Avenue in Central Harlem. We dis-
cussed life in Central Harlem during those years. One of his works
that reflects those years is Nobody Knows My Name (New York: Dell,
1954) . My perception regarding Harlem was sharpened by memories of
the friendship between James and me, and the reading of that book.
There exists a dearth of popular material on East Harlem,
whereas Central Harlem has been researched, studied, and described
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comprehensively. Among the scant popular literature available regarding
East Harlem, books I found pertinent were Patricia Cayo Sexton, Spanish
Har lem (New York: Harper and Row, 1965); Piri Thomas, Down These Mean
Streets (New York: Signet Books, 1967); Protestant Council of New York,
Spanish Harlem: A Report (New York, 1961) . As a means of explaining
similarities and differences between Central Harlem and East Harlem, I
utilized for research the United States Census Bureau's Census of
Population and Housing, 1960
,
Final Report P.H.C. (1-104) (Washington,
D.C.: U.S. Government Printing Office, 1960).
The section related to pathologies of both Central and East Har-
lem was written on the premise that it was important to foster some
understanding of the tenor and character of the life of the inhabitants.
For current information The New York Times proved an excellent source
for background material. In addition, I found helpful the United States
Census Bureau's Census of Population and Housing, 1960
,
as well as the
health data furnished by the East Harlem Protestant Parish. The bulk of
the information available on East Harlem is based on reports from social
service agencies.
The hopes and aspirations of the inhabitants of Central Harlem
were stated in Youth in the Ghetto (mentioned earlier) and various
editions of The New York Times . As a native Harlemite, I received
information from social workers, community organizers, and personal
observations. A tour of Central and East Harlem will reveal the pres-
ence of the various income housing projects discussed in this study,
the number of community agencies available for services to the residents
and the Small Business Administration offices operating, ostensibly, to
uplift the economies of both areas.
CHAPTER III
As an assistant principal in Public School 146 in East Harlem,
I was thoroughly conversant with the community circumscribing that
school. The physical appearance of the neighborhood, the occupations
of its inhabitants and the social aspects of life were familiar, every-
day reflections as I traveled to and from P.S. 146, shopped in local
stores, or ate in neighborhood restaurants.
Several references were consulted to describe the entire imme-
diate community surrounding P.S. 146. Those I found especially valuable
were Robert H. Connery, Urban Riots (New York: Vintage Books, 1968);
Kenneth Clark, Dark Ghetto (New York: Harper and Row, 1964); Sexton,
Spanish Harlem (mentioned earlier) ; and Allan C. Ornstein and Philip D.
Vairo, How To Teach Disadvantaged Youth (New York: David McKay, 1969).
The More Effective Schools Plan, designed in 1964, under the
Joint Planning Committee for More Effective Schools, originated as a
consequence of the planning, organization and conferencing of the staff
of a former Superintendent of Schools, Calvin Gross, the United Federa-
tion of Teachers, and the Council of Supervisory Associations. The pro-
ceedings can be found in a report entitled Report of Joint Planning
Committee for More Effective Schools to the Superintendent of Schools
(New York: May 15, 1964).
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P.S. 146, also designated as More Effective School (MES) 146,
was one of ten schools chosen throughout New York City as a recipient
of that special compensatory education program. Among the bulletins
issued by the principal of the school regarding school policies and
practices in that program were Matthew Schwartz, "Goals of the More
Effective Schools Program" (New York: MES 146, May 1967) (mimiographed)
faculty conference notes, "Use of Paraprofessionals in P.S. 146" (New
York, June 1967) (mimeographed); and numerous other bilingual news-
letters, grade conference notes, and personal recollections.
CHAPTER IV
As a participant in the teachers strike of 1968, I was able to
utilize personal experience and interviews with striking and nonstriking
teachers and school administrators to explain in detail how the strike
affected those in the Franklin Plaza Community and throughout the city-
at-large.
Some literature concerning the school strike was available.
Among the materials read were: Melvin Urofsky
,
Why Teachers Strike (Gar-
den City, New York: Doubleday, 1970); Martin Mayer, The Teachers ' Strike
:
New York, 1968 (New York: Harper and Row, 1969); Maurice R. Berube and
Marilyn Gittell, Confrontation at Ocean-Hill Brownsville (New York:
Praeger Publishers, 1969); Naomi Levine, Ocean-Hill Brownsville: Schools
in Crisis (New York: Popular Library, 1969); and Coleman, Community Con-
flict (cited in Chapter I)
.
The individuals involved in the strike from its inception to
its end and the attitudes they held during that period were described
in several periodicals. An article by Roger Woock, "Community Operated
Schools - A Way Out?" Urban Education, volume 3, (November 3, 1968) pro-
vided a national perspective. Louis Yavner's Review of Decenti. aliza
tion Plans," Report to the Citizens Union School Committee (November,
1969), and John H. Fischer's, "Fischer on Decentralization," Education
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News, volume 3, (November 18, 1968) brought to the (ore the various con-
troversial aspects of decentralization as a critical issue in the New
York City school strike.
The importance of the school strike to urban communities near
and far was gleaned from Mario Fantini
,
Marilyn Gittell, and Richard
Magat: Community Control and the Urban School (New York: Praeger Publish-
ers, 19/0); Allan Talbott discussed participation in: "Analysis: Should
Schools Decentralize?", City
,
volume 2, (March 1968). The Black per-
spective was presented in Victor Solomon's article, "An Independent
Board of Education for Harlem," Urban Affairs Quarterly
, volume 4
(September 1968) . The New York City Board of Education published sev-
eral reports on the strike. The most notable ones were: "Statement of
the Board of Education and the Superintendent of Schools on the Mayor's
Panel on Decentralization," The Board (New York: 1968) and "A Plan for
Educational Policy and Administrative Units, Further Decentralization
of the Public Schools," The Board (New York: 1968).
The relevance of the school strike for other urban areas was
stimulated by the following source materials that I thought to be
extremely valuable: Queens College, New York, Institute for Community
Studies, "Educational Achievement and Community Control," The Insti-
tute
,
(New York: 1968); David Rogers, "New York City Schools: A Sick
Bureaucracy," Saturday Review
,
volume 5, (November 16, 1968); and Alan
S. Colten, "Local Control and the Cultural Deprivation Fallacy," Phi
Delta Kappa
,
volume 50 (January 1969)
.
Having been involved in three previous teachers ' strikes embrac-
ing a nine-year period of my educational career, I found that my
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collective previous experience had given me a personal perspective of
the issues related to school strikes. I watched the mood of the peo-
ple of the Central Harlem ghetto and other communities become progres'
sively transformed from sympathy to antipathy. I observed the number
of Black unionists (CSA and UFT ) increase until the 1968 crisis, and
decrease thereafter; conversely, I have noted the unionization of
many Black and Spanish paraprofessionals who opened struck schools
during the school strike.
CHAPTER V
Community school relations furnished the basis of the focus in
this chapter. I proceeded with the assumption that a social systems
approach to participation would facilitate the linkage between the
school and the community. I sought literature on the social systems
method of analysis. This being a relatively new method, I tried to
bridge the gap between current and past information available by con-
sulting two main sources: Oliver Gibson and Hefald C. Hunt, The School
Personnel Administrator (Boston: Houghton Mifflin Co.
,
1968) and
Edwin T. Sanders, The Community: An Introduction to a Social System (New
York: Roland Press Co., 1966).
An overview of the involvements and interrelationships between
the school and community was essential to commence a discussion of the
reciprocity necessary for both social systems to function together.
These concepts were involved in perusing the following: Marshall Clinnard,
Slums and Community Development (New York: The Free Press, 1960); Talcott
Parsons, The Social System (New York: Free Press, 1968); E. Franklin
Frasier, The Negro in the United States (New York: The Macmillan Co.,
1957); Talcott Parsons, Structure and Process in Modern Societies (Prince-
ton, J.J.: D. Van Nostrand Co., Inc., 1960).
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Alex Inkeles
,
Personality and Social Structure (New York: Basic
Books, Inc., 1959, Sanders, The Community: An Introduction to a Social
Sy^txnn (cited above), and George C. Homans, The Human Group (New York:
Harcourt, Brace, 1959) provided connectives between the joint endeavors
of school and community that highlighted the systemic linkage referred
to m this chapter. Donald A. Hansen and Joel E. Gerstle in their book
On Education: Sociological Perspectives (New York: Wiley, 1967) linked
the dual systems' cohesion.
The conclusions in this dissertation, entitled "The Dimension of
Rational Options, embodied a gradual progression of research using a
variety of current materials, including Alan A. Altshuler, Community
Control (New York: Pegasus, 1970); Frank W. Lutz, Toward Improved Urban
Education (Worthington, Ohio: Charles A. Jones Publishing Co., 1970);
Leonard Reissman, The Urban Process (New York: The Free Press, 1964);
Olive Banks, The Sociology of Education (New York: Shocken Books, 1968);
and Mario Fantin.i et al.
,
Community Control and the Urban School (cited
above) . These and other similar sources were used because they offered
recommendations, alternatives, and projections for the future.

